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ABSTRACT
The climate of a college or university had been identified as a critical factor in the 
success and/or failure of minority students. Therefore, the purpose of this study was to 
identify the campus racial climate as perceived by American Indian students attending the 
University of North Dakota (UND) at Grand Forks, North Dakota. American Indian 
students have been present on the UND campus since 1934. Over the years, their numbers 
have steadily increased, but their attrition rate has remained high.
In the spring semester of 1994, data were gathered using two survey instruments 
which were personally administered by the researcher to 154 (approximately 50% of the 
total number) American Indian students enrolled at UND.
There were few significant differences between ffeshmen/sophomores and 
juniors/seniors, undergraduate and graduate/professional students, male and female 
students, or American Indian students from North Dakota tribes and those from other tribes 
in their perceptions of the racial climate at UND. The responses from the majority of 
American Indian students led to the following conclusions. UND faculty treat American 
Indian students as if they belong at UND and have graded them fairly. Interactions with 
UND administrators have been positive, but UND administrators, faculty, and staff are not 
knowledgeable about racial and ethnic differences and similarities. There is a lack of 
communication among students of different ethnic groups, and the American Indian 
experience differs gready from that of the non-Indian student at UND. More special 
programs for American Indian students to increase their enrollment and retention, to make 
them feel more comfortable at UND, to sensitize UND personnel and students to racial
x
issues are needed at UND. More courses with multicultural perspectives are needed at 
UND, and UND students should be required to take one ethnic course. There is a need for 
greater interaction between American Indian student organizations and other student 
organizations at UND, and American Indian students are not adequately represented in 
extracurricular activities and organizations on campus. Racial problems are visible on the 
UND campus but are not given high priority. American Indian students rated the UND 
climate as tending toward being insensitive, reserved, worsening, racist, and hostile but 
were more neutral on the adjectives socially separated, competitive, indifferent, exclusive, 
and tense. Significant differences that occurred among the groups indicated that the 
older-than-average American Indian students had more negative perceptions of the climate 




Higher education for American Indians existed long before the arrival of the 
European explorers to this continent. Tribal members with special aptitudes spent years 
with "experts” to acquire advanced knowledge, and skills. For example, a medicine man 
spent years with an elder medicine man to learn his craft. Special skills needed for tribal 
survival were passed from generation to generation in this way (Crum, 1989).
American Indians began attending college in the colonial period of United States 
history, but early efforts in higher education did not meet with much success because very 
few American Indians had the opportunity to attend these colleges. These early educational 
efforts were based on the belief that Indians had to be saved from the folly of their 
"heathenism" and "savage" ways. The hope was to educate Indians as schoolmasters and 
preachers who would become missionary agents among their own brethren. By die 19th 
century, the objective of education for American Indians was to remold them in the image 
of the mainstream society in order for them to be assimilated into the mainstream culture 
(Wright & Tierney, 1991). This plan did not take into consideration the impact of culture 
(Noriega, 1992).
From 1500 to 1775, various religious groups dominated Indian education, and 
educating was done primarily by missionaries. These missionaries operated coeducational 
day and boarding schools for Indian students. The goals of Indian education during this 
period were to civilize and to Christianize the Indians (Task Force Five, 1976).
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As more settlers arrived in America and their movement westward began, die 
Indians were forced from their land. From 1778 to 1868, the Indian tribes and the United 
States government signed approximately 370 treaties. The treaties allowed a bUion acres 
of land to be taken for the promise of education, health care, and other benefits (Steiner, 
1968). The Indian Removal Act of 1830 resulted in the confinement of the Indians to 
reservations. Removal, resettlement, and control of the Indians necessitated the formation 
of the Indian Service in 1822. In 1824, the Indian Service became the Bureau of Indian 
Affairs (Jackson & Galli, 1977). The goal of Indian education during this period was 
civilization and assimilation. The thought was »hat once educated and civilized, Indians 
would assimilate into white society (Prucha, 1984). Education for most Indian children 
meant being placed in federal boarding schools.
The Merism Repoit of 1928 identified the poor living conditions of the Indians and 
the poor education:' services provided. This report harshly criticized the federal boarding 
schools. After 1928, the trend in Indian education was toward educating children closer to 
home. The Meriam Report brought about plans for programs for Indian education, many 
of which were never implemented. In 1934, the Johnson O'Malley Act (JOM) and the 
Indian Reorganization Act (IRA) were passed. JOM provided funds to public schools 
attended by Indian children. IRA established programs such as bilingual education and 
basic adult education. IRA. also provided funds for Indian students to go to college 
(Jackson & Galli, 1977).
The "termination" and "relocation" policies of the 1950s were another attempt to 
assimilate the Indian-socially, culturally, and economically-into mainstream American 
society. ’Termination" policies stressed the end of the government’s special trust 
relationship with Indian tribes, of the sovereign status of native governments, and of all 
health and educational services provided by the federal government to the tribes. Indian
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educational development was slowed during this period (National Advisory Council on 
Indian Education, 1993).
In the 1960s, citizen awareness of civil and human rights brought a review of the 
Indian situation, and the BIA resumed its controlling role in Indian education. When 
self-determination became a reality, Indian tribes began to take control of education 
programs for their people, and the BIA changed its focus from directing programs to 
providing funds (Jackson & Galli, 1977).
From the 1970s to the present, Indian education has been affected by the passage of 
several acts. The Educational Amendments of 1972 included Title IV, the Indian Education 
Act, which provided funds for culturally relevant materials and special programs to meet 
the needs of Indian students. The Indian Self-Determination and Education Assistance Act 
of 1975 gave Indian people control of federally funded programs for their children (Prucha, 
1984).
In 1968, the Navajo tribe of Arizona established the first tribally controlled 
community college. The Tribally Controlled Community College Act of 1978 provided 
needed funds for tribally controlled community colleges (Task Force Five, 1976). In 
1991,26 colleges, most located on or near reservations, served approximately 13,000 
American Indian students (National Advisory Council on Indian Education, 1993).
Efforts to educate Indians have been largely unsuccessful. American Indians and 
Alaskan Natives have the highest school dropout rates of any ethnic or racial group in the 
United States (Hillabrant, Romano, Stang, & Charleston, 1992). The National Advisory' 
Council on Indian Education (1993) stated that "the results of these formal efforts by 
European and American society to educate and 'civilize' American Indians have been 
devastating-so much so that a special Senate Subcommittee on Indian Education 
proclaimed the state of Indian education to be a 'national tragedy'" (p. 108).
4
However, little research to verify or to examine the educational attainment of 
American Indian students has been conducted. The Indian Nations At Risk Task Force 
(1992) stated that "the research related specifically to the education of Alaska Natives and 
American Indian children is very limited, and much of it is poor quality or focuses on local 
or regional areas" (p. 12). Perhaps limited and poor research accounts for the disparity 
found in the literature regarding the college graduation rate for American Indian students. 
Falk and Aitken (1984) and West (1988) reported the attrition rate at some institutions to be 
as high as 85%. Chavers (1991) noted that 65% of Indian students leave college without a 
degree. Huffman (1991) claimed that only 6% and Noriega (1992) claimed that only 4% of 
Indian college students receive a degree. According to the University of North Dakota 
(UND) Office of Institutional Research, the graduation rate for American Indians at UND is 
22% (D. Schieve, personnal communication, February 10,1994).
In the 1930s, the first American Indian to be identified as such attended UND.
Since that time, American Indian students have been present at UND in increasing 
numbers. State demographic data indicate this trend will continue for some time. Indian 
education at UND is not without problems when 78% of Indian students who enter UND 
leave without a degree. The campus climate and the factors that influence it have been 
identified as critical factors to the success of minority students in college (Haro, 1989; 
Harris, 1988; Ramirez & Thayer, 1989). But literature on this subject related to American 
Indian students is very limited.
Need for, the Study
In 1987, Tinto developed his widely accepted model of college student participation 
and persistence. In the model, student persistence and retention in college are tied closely 
to student participation in college academic and social life (Tinto, 1987). However, Tinto 
does not consider the "potentially harmful consequences [of social integration] for racial 
and ethnic minorities" (p. 603), consequences noted by Tierney in his 1992 analysis of
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Tinto’s 1987 model. Although Tierney concluded that administrators in higher education 
must "[move] away from a model of social integration and assimilation and toward a 
framework of emancipation and empowerment" (p. 616), he provided few 
recommendations for a new model. This study of the racial climate at UND is needed to 
provide data by which Tinto's model of student participation and persistence and Tierney's 
claim that the model is assimilationist may be considered in light of UND’s student 
population and American Indian programs.
American Indians have been enrolled at the University of North Dakota since the 
early 1930s. Although keeping track of enrollment by race was not done systematically 
until 1973, the number of American Indian students was quite low until the 1970s when the 
Indian student population grew rapidly (T. J. Clifford, personal communication, February 
3,1994). In 1973, the year the University of North Dakota began identifying students by 
race, there were 177 American Indian students on campus. In 1985, the number of 
American Indian students peaked at approximately 375 (L. Jeanotte, personal 
communication, February 8,1994). By 1991, there were 264 (Rice, 1992). In the spring 
semester of 1994,262 students identified themselves as American Indian on registration 
forms at the University of North Dakota. (The actual number was higher as learned 
through this study. The Director of Native American Programs stated that his records 
showed approximately 325 American Indian students enrolled at UND in 1994.) Based on 
projected demographics in North Dakota, the number of American Indian students at UND 
will continue to grow in the future (D. Schieve, personal communication, February 10, 
1994).
This increasing number of American Indian students at the University of North 
Dakota has prompted university personnel to try to recognize and to respond to unique 
needs of these students by developing services which offer counseling, advisement, 
learning services, and financial and academic support Despite these efforts, approximately
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78% of Indian students leave the University of North Dakota without a degree (D. Schieve, 
personal communication, February 10,1994).
Researchers (Falk & Aitken, 1984; Guyette &Heth, 1984; Jeanotte, 1981; Selby, 
1973; West, 1988; Wright, 1981) have identified nonenvironmental factors such as lack of 
financial aid, inadequate academic preparation, low socioeconomic level, and inability to 
adjust to college life that contribute to retention and attrition of students. But no one has 
studied the campus racial climate at the University of North Dakota and its role in the 
attrition or retention of Indian students.
Dr. Leigh Jeanotte, Director of Native American Programs at the University of 
North Dakota, acknowledged that despite the fact that UND does offer several programs 
and services to assist American Indian students, their graduation rate remains low. He also 
stated that there is a definite need for research in the area of campus racial climate on the 
UND campus. He confirmed that to the best of his knowledge there has been no study 
done in this area. He saw such information as being helpful to him and other 
administrators and staff who serve Indian students (L. Jeanotte, personal communication, 
November 1,1993).
In summary, the number of American Indian students at the University of North 
Dakota is likely to continue to increase for some time. Despite present programs offered by 
the University of North Dakota, the attrition rate of Indian students at UND remains high. 
With this problem so enduring, there is a need for a better understanding of the campus 
racial climate for American Indian students at UND.
BapassLgf-tiie. Study
The purpose of this study was to identify the campus racial climate as perceived by 
American Indian students attending the University of North Dakota at Grand Forks, North 
Dakota. However, this study will have broader implications than just for Neath Dakota, 
This descriptive study will contribute to the background literature on campus climate by
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comparing the climate as identified by American Indian students at UMD with the results of 
other campus climate studies that involved other minority groups.
Research Questions
This study was guided by the following question and related subquestions: What 
is the campus racial climate as perceived by American Indian students attending the 
University of North Dakota (UND) at Grand Forks, North Dakota?
• Are there differences between traditional college-age and older-than- average 
American Indian college students in their perceptions of the campus racial climate 
at UND?
• Are there differences between freshman/sophomore and junior/senior American 
Indian college students in their perceptions of the campus racial climate at UND?
• Are there differences between undergraduate and graduate/professional 
American Indian college students in their perceptions of the campus racial climate 
at UND?
• Are there differences between male and female American Indian college students 
in their perceptions of the campus racial climate at UND?
• Are there differences among American Indian college students in their 
perceptions of the campus racial climate at UND because of tribal affiliation?
Delimitations
The following delimitations apply to this study:
1. Originally, only self-identifying American Indian students attending UND were 
to be included in the study. To begin the study, a list of those students who had identified 
themselves as American Indian on registration forms was used to locate students. Later, 
UND students who were American Indian but who had not marked their race on college, 
forms voluntarily participated in the study.
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2. Only the campus racial climate as perceived by American Indian students was 
assessed; the views of other minority students were not sought.
3. Only self-reported data were collected in this study to provide baseline data for 
future studies.
4. Only the racial climate on the University of North Dakota campus was assessed; 
attempts were made to exclude the overall climate of the city of Grand Forks and the 
surrounding areas.
5. Racial climate, a subject of study and discussion throughout the country's 
campuses, is influenced by the current political agenda. There is a scholarly distinction 
between the arbitrary concept of "race" and that of "culture," but for this study, the 
distinction is not addressed.
6. Some experts have made distinctions between the concepts of "climate" and 
"culture." Elements of both are engaged in the study although the choice was made to use 
the term "climate."
7. This researcher acknowledges the work of Tin to and Tierney in the area of 
student retention. However, this study merely is providing additional data about the 
perceptions of American Indian students of the racial climate of one college campus, not 
resulting in a new model that either disputes or supports Tinto or Tierney.
Assumptions
The study was based on the following assumptions:
1. The racial climate of the university could be assessed through the use of the 
instrument.
2. Respondents were aware of the racial climate of this institution.
3. The terms used to describe racial climate were common, understandable, and 
familiar to the students.
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4. The ethnic identity of the respondents was accurately reported to be that of 
American Indian since non-Indian students were not included in the study.
5. Respondents to the questionnaire were honest and candid in their responses.
6. The instruments were appropriately administered.
PgfiMipn,QfTgIffl£
The following terms and their definitions are important to the understanding of the
study:
American Indian: The indigenous people of America who are members or 
descendants of members of federally recognized Indian tribes (Fowler, 1992). At UND, 
the term refers to those individuals attending UND who have identified themselves as 
American Indian on institutional admission records. However, not all American Indian 
students at UND choose to identify themselves as such on records even though they 
affiliate themselves with Indian student organizations or are admitted to special academic 
programs for American Indians. Other terms that may be used interchangeably in this 
study include "Native American" and "Indian."
Bureau Of Indian Affairs (BIA): A branch of the federal Department of the Interior 
that oversees the affairs of the Indian people of the United States. The BIA was established 
by Congress in 1824.
Campus Qimate: "The current common patterns of important dimensions of 
organizational life or its members' perceptions of and attitudes toward those dimensions" 
(Peterson & Spencer, 1991, p. 143). In this study, this definition of "climate" is applied to 
the college campus as an organization.
Diversity: Having the number of faculty, staff, and students from ethnic and racial 
backgrounds that reflect the ethnic composition of the geographic region; the acceptance of 
these people for who they are; and the differences they bring to society. This term may
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have broader meaning to include sexual orientation, religious beliefs, and/or disabilities. 
For this study, diversity was limited to ethnic/racial background.
Educational Opportunity Center The UND facilities in which TRIO Programs are 
administered and housed.
Educational Talent Search: A program to provide assistance to people having 
academic potential but lacking adequate information or school preparation to enter, 
continue, or resume programs of secondary and post secondary education.
Freshman: Any student at UND with 24 or fewer credits.
Graduation Rate: The rate at which students complete required course work for a 
degree in proportion to the number of students admitted to the institution within a specific 
period of time. (At UND that period is she years.)
Indians into Medicine flNMEDl: A federally funded program to assist American 
Indian students to complete their education in the field of medicine. It provides academic, 
financial, and personal support in order to increase the number of American Indian doctors.
Junior: Any student at UND with 60-89 credits.
Older-Than-Average Student: Any undergraduate college student over the age of 22 
(Fisher, 1991; Gilley & Hawkes, 1989).
Recruitment/Retention of American Indians into Nursing (RAIN): A UND support 
program funded through the Division of Nursing of the federal Indian Health Services. Its 
purpose is to increase the number of American Indian nurses and nurse practitioners. 
Administered through the UND College of Nursing, the program recruits and provides 
academic and personal support to American Indian nursing students.
Retention Rate: The rate at which an institution is able to retain students admitted to 
the institution until they graduate.
Ronald E. McNair Post-Baccalaureate Achievement Program: A program designed 
for undergraduates who have completed their sophomore year, who are first generation
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college students, whose families have a low income, or who are from a group 
underrepresented at the doctoral level of the targeted departments. It encourages graduate 
studies by providing opportunities to define goals, to engage in research, and to develop 
the skills and student/faculty relationships vital to success at the doctoral level.
Senior. Any student at UND with 90-125 credits.
Sophomore: Any student at UND with 24-59 credits.
Student Support Services: A program within the UND Division of Student Affairs 
that is designed to provide support services to economically disadvantaged, first 
generation, and/or physically handicapped students.
Traditional College-Age Student: Any undergraduate college student between the 
age of 18-22 (Fisher, 1991; Gilley & Hawkes, 1989).
Tribal Affiliation: The federally recognized tribe in which an American Indian is 
enrolled.
TRIO Programs: Programs funded by the United States Department of Education 
to assist economically and academically disadvantaged students enter, continue in, and 
complete required college course work. Established during President Johnson's War on 
Poverty, the three original programs were named TRIO. Since then, other programs have 
been added as needs have been identified. UND has five of these programs: Upward 
Bound, Educational Talent Search, Educational Opportunity Center, Student Support 
Services, and the Ronald E. McNair Post-Baccalaureate Achievement Program.
Upward Bound: A federally funded, year-round program within the UND 
Division of Student Affairs. Its purpose is to assist disadvantaged high school students 
develop and enhance their academic and motivational skills as they graduate from high 
school and successfully enroll in post secondary education. Services provided include 
supplemental instruction, personal assistance, residential programs, bridge programs,
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tutoring, academic advisement, career exploration, financial aid, and educational and 
cultural experience.
Organization of the Study
Chapter one provides a short overview of Indian education and explains the 
purpose of this study. The need for the study, definitions of pertinent terms, delimitations, 
and research questions are included. Chapter two includes a review of literature related to 
the history of Indian education, the history of Indian higher education, Indian education at 
UND, culture and climate in higher education, racism and its effects, and studies of campus 
climate completed at other institutions. Chapter three describes the methodology of the 
study, including participants of the study, instruments used, the data collection procedures, 
and the data analysis procedures. Chapter four presents the data, the findings of the study, 
and discussions of the findings. Chapter five includes a summary, discussion, 
conclusions, and recommendations.
CHAPTER II
REVIEW OF THE LITERATURE
This chapter presents a review of literature relevant to the study. The literature is 
presented in six sections, beginning with an overview of the history of American Indian 
education, American Indian higher education, and Indian education at the University of 
North Dakota. A review of literature on organizational culture and climate and racism and 
its influence on campus racial climate is then presented. A review of studies conducted on 
campus racial climate concludes the chapter.
History of •iirwf can Indian Education
To provide an understanding of the problems faced by American Indian students in 
higher education, an historical perspective will be presented. The history of American 
Indian education is often divided into six general periods: the Indian Period, the Mission 
Period, the Treaty and Reservation Period, the New Deal Period, the Termination Period, 
and the Indian Self-Determination Period (Szasz, 1977). When one period ends and the 
next begins is difficult to define because the westward migration of missionaries, setders, 
and the federal government influenced each period.
The Indian Period-Frior to 1492
Before 1492, the American Indian had lived on this continent for many millenia. 
The numerous Indian tribes differed in many cultural aspects, but general patterns of native 
education crossed cultural boundaries (Szasz, 1989). The Task Force Five of 1976 wrote, 
about early Indian education:
Education has always been a need of human society, and every society 
evolved a process of educating its youth for active adult participation in that society. 




The educational process was active and not passive. The boys and girls 
learned by doing. The process was not highly structured and was dependent upon 
parents, relatives, and tribal elders for implementation. The curriculum could be 
described as informal but relevant. The life style of the Indians was tuned to the 
natural forces surrounding them and the overall goal of education was to preserve 
and maintain their way of life. Indian children were expected to grow up as their 
parents were, to perpetuate tribal customs, values, traditions, and ethics. Indians of 
that period were profoundly spiritual, (p. 5)
The Indian tribes had no written language. Therefore, education was transmitted by 
word-of-mouth. Storytelling was the Indian way of teaching. History, traditions, and 
ethics were learned through myths, legends, and stories which were told over and over 
(Steiner, 1968). The education of the Indian youth consisted of knowledge and skills 
necessary for individual survival as well as tribal survival (Szasz, 1988). The common 
patterns of education practiced by most tribes to prepare children for adult life met the needs 
of the tribes at that time (Szasz, 1977).
ThcM ssion Period-1500 to 1775
When the European explorers reached this continent, they found a remarkable
profusion of native cultures. These people spoke some 2,000 separate tongues (Bowden,
1981; Chavers, 1991). Because Indian people lacked a written language, considered the
land a common resource for all to use, and governed themselves without bureaucratic
structures, they were viewed by the white man as being inferior and incompetent
(McNickle, 1973). The colonists were convinced that the condition of the Indians was due
to their way of life. Their inferiority was not natural but circumstantial (Prucha, 1985).
Prucha wrote about the perceived inferiority of the Indians:
This inferiority was seen in many aspects of Indian life, for the whites (unaware of 
the concepts of cultural relativism and cultural pluralism that mark our own day) 
looked upon the Indians from a superior ethnocentric plateau. They saw cultures 
with primitive technologies, engaged in some limited agriculture yet dependent to a
large extent upon hunting and gathering for food and apparel___ They contrasted
the preliterate Indian societies (which had no written language) with the 
accomplishments of their own society and judged the Indian languages generally 
worthless, (p. 8)
To the missionaries, the Indians were educable, and so formal education for the
American Indian began soon after the arrival of the white man. In 1564, Spanish
missionaries established the first formal school for Indians in Florida. Early in the 17th
century, education for Indian children was written into the charters of the Plymouth and
Virginia colonies, and the first English speaking school for American Indians was
established by missionaries soon afterward (Chavers, 1991). Szasz (1988) described
colonial Indian education in the following way:
Indian schooling in colonial America was continuously immersed in the constant 
flux that characterized the exchanges between cultures. Where this cultural 
exchange occurred, it affected all peoples involved—Indian, Afroamerican, and 
Euroamerican. The exchange was both overt and subtle, and it took place on many 
levels. It rubbed religion against religion; it was caught up in the ubiquitous 
traumas of land ownership, diseases, alcohol, and warfare, and it was often molded 
by the impact of the fur and hide trade, as well as the trade in Indian slaves; it was 
affected by the exchange in food goods and material culture-weapons, utensils, 
even luxury items; and it altered the role of the family and community, disrupting 
cultural heritage, attitudes, and values. All those involved were molded and 
remolded as they found themselves continually thrust into the cultural arena.
(p. 3)
Educating of the American Indian students during colonial history was done 
primarily by missionaries who received support from their governments for the 
Christianizing of the Indians. The work of the French Franciscans and the Spanish Jesuits 
reflected a strong Catholic influence. However, the English educational programs had the 
most influence on the development of federal Indian education policies because the English 
colonies eventually became the original 13 states (Task Force Five, 1976).
Adams (1971) described the missionaries as being not only scholars but also able 
organizers. Their goals included religious conversion of the Indians, humane treatment of 
the Indian people, and teaching the Indians new ways to earn a living. The missionaries 
took great care to win the confidence of the Indians before the actual mission or church was 
built They first learned the native dialect in order to establish channels of communication. 
Plans were then formulated as to how to educate and Christianize the Indians. These
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missionaries were willing to educate the Indians by peaceful means but were also willing to 
use military force to accomplish their mission when necessary (Adams, 1971).
The mission schools were coeducational day or boarding schools. The day schools 
were attended by Indian children who lived near the school and could return home after 
classes. The boarding schools provided meals and housing for students who lived too far 
from the school to return after school. Both types of schools provided clothing, food, and 
other necessities for Indian students (Jackson & Galli, 1977).
The course of study in these mission schools paralleled somewhat the courses 
offered in contemporary schools for the general population. These colonial mission 
schools gradually became manual labor schools that stressed skills needed for earning a 
living. Practical skills such as home building, furniture making, farming, and livestock 
raising were taught to the Indian males. The females were taught homemaking skills, such 
as sewing, cooking, and good housekeeping practices. Because these schools stressed 
manual labor skills and learning and practicing these skills took most of the school day, 
reading, writing, and number skills were considered relatively unimportant 
(Jackson & Galli, 1977).
Indian culture was perceived by colonial and missionary educators as the source of
Indian poverty. Therefore, the missionaries worked diligently, but in vain, to stamp out
Indian culture (Adams, 1971). Colonial and missionary Indian education was viewed by
many as a failure because little or no change occurred for the Indian people. Noriega
(1992) discussed failed attempts to stamp out Indian culture:
Despite the two and half centuries of colonial endeavors to modify Indian culture, 
the majority of the natives remained untutored in the European sense and their basic 
economy was unchanged. Indian political and religious concepts had not been 
fundamentally altered. Communal land ownership and tribal organization continued 
and the native gods conceived in crises of struggle for survival still met the spiritual 
needs. This was true because there were extensive lands still unsettled and also 
undiscovered by the Europeans, on which (indigenous nations) could pursue 
unmolested what to them was a normal mode of life. (p. 375)
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During this period of Indian education, the missionaries confronted the Indians with 
the white standards of living while, at the same time, imposing their spiritual teachings. In 
an effort to eradicate Indian culture, the missionaries deliberately argued Euroamerican 
superiority (Bowden, 1981). Protestant and Catholic missionary societies believed that it 
was necessary to civilize the Indians before they could be converted. All mission schools 
strived to remold the American Indians into productive citizens with values and life styles 
that would support the republic (Axtell, 1981).
Ihfi-Treatv and Reservation Period-1775 to 1892
As more European settlers arrived and began to move westward, more land was 
needed for the newly arrived settlers. Many tribes resisted the movement onto their lands, 
and treaties became the means by which the United States government obtained Indian 
lands. The Delaware Tribe and the United States government signed the first treaty at Fort 
Pitt in 1778. This was the first of approximately 400 treaties by which nearly a billion 
acres of land were ceded to the United States (United States Bureau of Indian Affairs, 
1952). In 1794, the Stockbridge, Oneida, and Tuscarora Indians concluded the first treaty 
that included a provision for education. The government promised to build three grist mills 
and saw mills and to provide suitable persons to instruct Indian youths in the "arts of the 
miller and sawyer" and to provide teams and utensils for maintaining the mills. In 1803, 
additional educational provisions were written in a treaty signed by the Kaskaskia Indians. 
This treaty was the second to provide on-the-job training but the first to include classroom 
instruction. The government agreed to pay $700 annually to a priest who, in addition to his 
church duties, would instruct as many Indian children as possible in the rudiments of 
literature (Jackson & Galli, 1977; National Advisory Council on Indian Education, 1993). 
In the 90 years of treaty making, 120 treaties included provisions for some form of 
education. Usually, this education included literacy instruction but stressed industrial and 
agricultural training for older youth. Some treaties also included a provision for teachers,
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fanners to teach agriculture, and supplies (Task Force Five, 1976). Congressional action 
halted treaty making in 1871 (Fuchs & Havighurst, 1972; Steiner, 1968; Task Force Five, 
1976).
In 1802, the federal government passed the Trade and Intercourse Act, which 
allocated $15,000 for the civilization of the Indians. The act included the first informal 
statutory provision for federal responsibility for Indian education. In 1819, Congress 
passed an act that established the Civilization Fund, which appropriated $10,000 annually 
to prevent the further decline and the final demise of Indians. With the passing of this act, 
the United States assumed general responsibility for the education of Indians without being 
obligated to do so by treaties (National Advisory Council on Indian Education, 1993; Task 
Force Five, 1976).
After many military battles and diplomatic clashes, the United States conquered and
gained control of the Indians. The lands occupied by the Indians were coveted by farmers,
ranchers, railroad magnates, and politicians (National Advisory Council on Indian
Education, 1993). Strong pressure for the removal of the Indians from their lands came
from land-hungry whites (Prucha, 1984). The plans for removal, long contemplated by
Congress, were ratified by the Indian Removal Act of 1830. All eastern Indian tribes were
relocated to Indian Territory west of the Mississippi River and then confined to reservations
(Fuchs & Havighurst, 1972). The relocation of the Indians cleared the way for the
expansion of white settlements and increased federal activity among the Indian tribes.
Fuchs and Havighurst (1972) wrote about the confinement of the Indians to reservations:
In 1871, congressional action prohibited further treaties with Indian tribes. Indians 
were now confined to reservations. They were to be fed, housed, clothed, and 
protected until such time as Congress considered they were able to care for 
themselves; and a state of enforced welfare dependency ensued. The government 
reports in the years following called for humanizing, Christianizing, and educating 
the Indians, (p. 5)
This increased federal activity necessitated the creation of a federal office to handle 
the affairs of the Indian people. The Indian Service was organized in 1822 (Adams 1971;
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Jackson & Galli, 1977). Because of military involvement in controlling, removing, and 
relocating the Indians, the newly created office was placed in the Department of War. It 
was transferred to the Department of the Interior in 1849 (Jackson & Galli, 1977; Task 
Force Five, 1976).
Reservation settlement went on for many years with Indian cultural and religious
values coming under constant attack by federal Indian agents and churches. Schools were
viewed as the means for undermining traditional Indian culture and civilizing the Indians.
Federal funding from the early Civilization Fund for mission schools to provide basic
education for Indian children continued during the removal period. However, education
for some Indian students was curtailed during the long journey to Indian Territory.
All reservation lands designated by the government for Indian use and habitation
were held by tribal members as communal property. However, with the passing of the
General Allotment Act of 1887 (also known as the Dawes Act), reservations were surveyed
and broken up into small parcels which became the property of individual tribal members
(Jackson & Galli, 1977; Task Force Five, 1976). Jackson and Galli (1977) gave the
following details about the General Allotment Act:
The General Allotment Act came about as the outcome of serious thinking about 
how to get Indians to apply their wisdom, individual initiative and 
self-responsibility to education, fanning, stockraising, homemaking, and other 
endeavors that characterized the settlers. Up to that time, efforts to civilize or 
Americanize them had pretty much failed, so they were not attaining the fullness 
and abundance offered by their new way of life. The General Allotment Act 
promised to change that failure to success, (p. 88)
Task Force Five (1976) claimed the aim of this act was to "break uj reliance on the tribe
and community, and to promote individualism and pride" (p. 43). Ac ccroing to Jackson
and Galli (1977), "The BIA set up goals to destroy the powa of Indian chiefs, to splinter
tribal cohesiveness, to fragment relations, and to break up the cultural matrix that was
Indianhood" (p. 91).
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Land left over after allotment to tribal members was declared surplus, bought by the 
government, and resold to non-Indians. This money was to support basic education of 
Indian children. For the most part, education for the Indian child meant being placed in 
off-reservation boarding schools (Task Force Five, 1976). In 1879, Carlisle Indian School 
became the first of 25 off-reservation boarding schools founded by the government. The 
school, located at Carlisle, Pennsylvania, was organized under the leadership of Richard 
Pratt, an ex-army officer. Therefore, the school operated on a military format (Coffer, 
1979). Pratt had a simple solution to the "Indian problem": educate them to be civilized 
and offer them all the benefits and privileges bestowed on all newcomers to this country. 
Pratt's philosophy was that "Indianism" had to be eradicated in order to have a human 
being to educate and assimilate into white society (Wescott, 1991). Pratt firmly believed 
that any and all Indians would be acceptable to white society once they had shed their 
culture and accepted the white way of life. To accomplish this goal, the child would have 
to be removed from the influence of the family, the reservation, and its surroundings 
(Holm, 1979). To aid the assimilation process, tribal history, customs, traditions, and 
native languages were forbidden at Carlisle and at most other boarding schools 
(Fuchs & Havighurst, 1972; Holm, 1979). Carlisle Indian School was a manual labor 
school with a curriculum that stressed vocational courses such as agriculture, textiles, 
blacksmithing, and carpentry more than academic courses. Carlisle became the model for 
other schools in Oregon, Oklahoma, Kansas, Nebraska, and New Mexico 
(Jackson & Galli, 1977; Szasz, 1977). Pratt’s philosophy and the Carlisle model 
dominated the federal approach to Indian education from 1879 to 1918 when Carlisle 
closed (Wescott, 1991; Wright & Tierney, 1991).
"Civilization" and "assimilation" were the goals of the federal government's early 
Indian education policy. Once civilized and educated, the Indian would simply assimilate 
into mainstream society and the Indian "problem" would be solved once and for all
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(National Advisory Council on Indian Education, 1993). However, Indian acceptance of 
this "forced education" and white way of life was done at the cost of the family and tribal 
ties (Prucha, 1984). Also, educators of this period failed to realize that cultures do not die 
a quick death. Many Indian youths after having been educated found that mainstream 
society still did not accept them. Therefore, most students returned to their reservations 
and to their Indian way of life (Wescott, 1991).
'The New Deal Period-1924 to 1944
The Meriam Report of 1928 had a strong impact on Indian education. This 
extensive report on the status of Indian education identified the poor living conditions of 
Indians and the poor educational services provided them. The Meriam Report condemned 
the government-operated boarding schools for overcrowding, substandard medical care, 
inadequate food service, the use of child labor to help support the school, poorly trained 
personnel, and the emotional trauma caused by the separation of children from then- 
families (National Advisory Council on Indian Education, 1993; Szasz, 1977; Task Force 
Five, 1976).
The trend for Indian education in the years following 1928 v/as away from 
boarding schools and toward educating students near their homes. Day schools replaced 
some of the boarding schools. Some schools added high school curricula, and others 
upgraded their academic and vocational programs. The quality of teachers was improved, 
and efforts were made to provide a curriculum relevant for the Indian students. Student 
labor was halted, and the care of all students was improved (Fuchs & Havighurst, 1972; 
Szasz, 1977; Task Force Five, 1976).
The year 1934 affected Indian education and Indians in general because of the 
passage of two acts: the Johnson O'Malley Act (JOM) and the Indian Reorganization Act 
(IRA). JOM authorized and financed state contracts with the Bureau of Indian Affairs for 
the provision of health, education, and welfare services to native people
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(Fuchs & Havighurst, 1972; National Advisory Council on Indian Education, 1993; Szasz, 
1977). Through this act, the federal government reimbursed state and local school districts 
for the education of Indian children. This financial incentive motivated state school 
systems to integrate Indian students into mainstream public schools (National Advisory 
Council on Indian Education, 1993). However, many schools accepted the funds from 
JOM and used them to benefit white students while making little or no attempt to meet the 
needs of Indian students (Adams, 1971; Szasz, 1977; Task Force Five, 1976).
The Indian Reorganization Act (IRA) restored land not allotted to individuals back 
to tribal ownership and halted all further sales of Indian lands (Bowden, 1981). Hailed as 
the New Deal for American Indians, this act was based on the premise that Indians, now 
citizens of the United States, were qualified to use the nation's education and health 
systems (Jackson & Galli, 1977). This act established programs in bilingual education, 
adult basic education, higher education, student loans, and inservice teacher training related 
to native culture and native life for all teachers in the federal Indian school system (National 
Advisory Council on Indian Education, 1993). Brighton (1971) described schooling for 
Indian children when IRA was passed: "When the Act was passed, 75 per cent [sic] of the 
children attending school were in boarding schools; within ten years 67 per cent fsicl were 
attending day schools on the reservations. Sixteen boarding schools, including Carlisle, 
had been closed, and 84 day schools had been opened" (p. 17).
IRA also established the first loan provision to assist Indians who wished to attend 
a vocational school, trade school, or college or university. IRA formalized the 
government's policy of supporting undergraduate and graduate education for Indian 
students. Some Indian students took advantage of this opportunity, and in 1935, 515 
Indian students were attending colleges and universities (Hagan, 1979; Task Force Five, 
1976).
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This period of Indian education saw many innovative plans to change the dismal 
situation identified in the Meriam Report. These plans included developing and conserving 
Indian arts, crafts, and music and teaching Indian history and culture. Training Indian 
teachers, providing inservice training for school staff, and teaching basic adult education 
were also included among the provisions of IRA. However, when the United States 
entered World War H, the nation's attention shifted away from Indian issues (Prucha,
1984).
TheT•iii.Mlliation Period-1944 to 1960
The World War 13 years were a dormant period in Indian and government relations 
as federal commitment to Indian self-determination and the reforms made during the 1930s 
halted, Federal funding for many Indian programs was cut because of the demands of the 
war effort (National Advisory Council on Indian Education, 1993). Many teachers and 
other employees of Indian schools moved to more lucrative wartime jobs. Others went into 
the military service. Indians left school by the thousands to join the military or to work in 
the war effort. The lack of federal funds resulted in the deterioration of many schools, 
forcing some to close because of the poor condition of buildings, equipment, and roads 
(Prucha, 1984; Szasz, 1977).
The war also brought a change in the attitude of many Indians toward education as 
they acquired a new respect and desire for education. For many Indians, the military was 
their first contact with white society. This encounter impressed upon them the need for 
education not only for themselves but also for their children (Prucha, 1984; Senese, 1991; 
Stein, 1992). However, the pre-war positive attitude of Congress toward Indians had 
changed to a negative one (Prucha, 1984).
During the latter part of the war, a movement toward changing federal Indian 
policies began. Congress passed numerous measures encouraging termination of policies 
and setting timetables to end relations with individual tribes. Many leaders in Congress
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believed that the Indian programs were costing the federal government too much money. 
The thrust of federal Indian policies became one of termination of former relations with 
Indians, resulting in the Termination Act of 1953 (Jackson & Galli, 1977; National 
Advisory Council on Indian Education, 1993). The Termination Act ended the tribal trust 
relationship with the federal government, resulting in loss of benefits and termination of 
health and educational services provided by the BIA. The Klamath of Oregon, the 
Menominee of Wisconsin, and various smaller tribes in California and Utah, were affected 
by this legislation (Fuchs & Havighurst, 1972; Jackson & Galli, 1977; Task Force Five, 
1976). The ultimate goal of the Termination Act was to relieve the federal government of 
the high cost of operating the BIA by ending or transferring to tribes many of the services 
the BIA provided. Indians were to be required to manage all the affairs of their 
reservations, and federal plans included the eventual elimination of all reservations 
(Jackson & Galli, 1977).
In 1944, the National Congress of American Indians was organized to protect 
natural and human resources of the Indians, serve legislative interests of tribes, and 
improve health, education, and economic conditions of Indian tribes (Klein, 1993). This 
organization began to play an active role in shaping congressional views toward American 
Indians. Because of efforts of the National Congress of American Indians, Congress 
ceased its termination policies before all former Indian policies had been completely 
reversed (Szasz, 1977).
The educational loan program established through the Indian Reorganization Act of 
1934 was not terminated, but it simply stopped making loans, which was devastating to 
Indians attending college (Hagan, 1979). Emphasis in education for the American Indian 
shifted to programs which led to marketable skills necessary for off-reservation 
employment. Some Indians did remain in college, but few graduated due, in part, to 
financial problems (Szasz, 1977).
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In support of the assimilation efforts of the Termination Act, the Urban Relocation 
Act of 1951 was passed. This act provided funding for individuals or families to relocate 
to major cities. The promise of employment and a better life resulted in the relocation of 
thousands of Indians to cities where many Indian children were enrolled in public schools 
for the first time (Task Force Five, 1976). The act also provided funding for transportation 
to the city and other relocation expenses such as housing, food, and vocational training. 
However, many Indians relocated through this program were unable to support 
themselves, turned to welfare, and eventually made their way back to the reservations 
(Hagan, 1979).
The Indian education policies of this period focused on termination in order to meet 
the goal of speeding up assimilation. However, most of the Indians did not want to 
assimilate or to give up their culture, traditions, and way of life (Homette, 1989). 
Termination policies continued until the Nixon administration. On July 8,1970, President 
Nixon presented to Congress a series of policies and goals for the American Indian. He 
advocated Indian self-determination (Jackson & Galli, 1977; Szasz, 1977).
The Indian Self-Determination Period-196Q to the Present
The Indian Self-Determination period began in the 1960s and is ongoing (Szasz, 
1977). During this period, the first legislative action that affected Indians was the 
Economic Opportunity Act of 1965. Prior to this act, Indians had no voice in the 
development of reservation programs, especially in education. The BIA had assumed the 
role of parent, dictated what was needed for children, and demanded that parents and 
children follow BIA mandates. Neither tribal leaders nor parents were consulted. This 
paternalism was firmly entrenched on most reservations (Jackson & Galli, 1977).
However, this act provided an opportunity for tribes to plan, develop, and implement 
education programs independent of the BIA and the states. This act was designed to aid all 
economically disadvantaged children, and American Indian tribes took advantage of the
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opportunity to develop various programs for their members. Headstart, Upward Bound, 
Job Corps, Vista, and Community Action Programs controlled by Indians were the result 
of this act (National Advisory Council on Indian Education, 1993; Task Force Five, 1976).
In 1969, the United States Congress Special Subcommittee on Indian Education 
report entitled Indian Education: A National Tragedy--A National Challenge (known as the 
Kennedy Report) called Indian education in the United States a "national tragedy" and "a 
four hundred year failure." This report was the result of an extensive two-year 
investigation of Indian education. The research consisted of on-site investigations of 
federal boarding schools, field investigations in representative regions of the country, and 
hearings in Washington, D.C. Professional consultants investigated the BIA management 
of federal boarding schools. The Special Subcommittee on Indian Education concluded 
that the federal policies on Indian education had encouraged coercive assimilation which 
had disastrous effects on the education of Indian children. The report also stated that many 
of the recommendations made in the Meriam Report some 40 years earlier had not been 
addressed. Among the 60 recommendations of the Kennedy Report were the following: 
the inclusion of Indian history, culture, and language in the curriculum, the involvement of 
Indian parents in the education of their children, increased funding, expansion of specific 
programs already in place, and a White House Conference on Indian education (United 
States Congress, 1969).
The harsh criticism of Indian education in the Kennedy Report led Congress to 
include Title IV, the Indian Education Act, as part of the Educational Amendments of 1972. 
This title program gave Indian committee members a voice in the use of Federal Impact Aid 
allocated to school districts. Monies were allocated for culturally relevant curriculum 
materials and programs, special programs to improve public and federal elementary and 
secondary education for all Indians, and basic adult education (National Advisory Council 
on Indian Education, 1993; Prucha, 1984; Task Force Five, 1976).
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The Indian Education Act of 1972 established the Office of Indian Education within 
the Department of Health, Education, and Welfare to execute the stipulations of the act 
This law also created the National Advisory Council on Indian Education "composed of 
fifteen Indians or Alaskan Natives appointed by the president, to advise the commissioner 
of education, review applications for grants, evaluate programs and projects, and provide 
technical assistance to local educational agencies or to Indian agencies and organizations" 
(Prucha, 1984, p. 1140).
In 1975, the Indian Self-Determination and Education Assistance Act was passed. 
This act was a major step by Congress toward the endorsement of tribal governments. 
Congress concluded that because of paternalism in federal Indian policies, Indian people 
had not acquired leadership skills necessary for self-determination and Indian people had 
no voice in the education of their children (National Advisory Council on Indian Education, 
1993). The intent of the act was to reinforce the strength of tribal governments by 
mandating that the services formerly provided by the BIA and Indian Health Services be 
contracted to tribal governments if the tribes wished to do so (Hagan 1979; National 
Advisory Council on Indian Education, 1993; Prucha, 1984; Senese, 1991). Title II of this 
law also called for an amendment of the Johnson O'Malley Act. Prucha (1984) reported 
the following:
The law amended the Johnson O'Malley Act to require Indian parent advisory 
committees in districts where the school boards had less than a majority of Indian 
members, with authority to develop new Johnson OMaliey programs and to 
approve or disapprove existing contracts, and it directed the secretary of the interior 
to review education plans for contracting agencies to make sure that the special 
needs of Indian students were adequately cared for. Funds were authorized for the 
construction of schools for Indians residing on trust land and for reimbursement of 
local schools for educating out-of-state Indian children boarding in federal 
dormitories, (p. 1144)
In 1988, Congress passed the Tribally Controlled Schools Act With this act, 
Congress defined the national Indian policy to be one that would "provide resources, 
processes, and structures which will enable tribes and local communities to effect quantity
28
and quality educational services" for their people (Prucha, 1984, p. 1144). The act 
recognized the need for programs to meet the linguistic needs and cultural aspirations 
unique to Indian people. The Tribally Controlled Schools Act acknowledged once again 
the special trust relationship between the federal government and the Indian tribes and 
assured continuation of the government's full responsibility (National Advisory Council on 
Indian Education, 1993).
During the 1960s and 1970s, support from Presidents Kennedy, Nixon, Ford, and 
Carter for Indian self-determination was strong (Coffer, 1979). Indians were to be 
appointed to high positions in the BIA to facilitate reservation programs and policy 
development Also, liaisons between the tribes, the president, and Congress were needed. 
Prior to 1966, only one Indian had been Commissioner of Indian Affairs, and all federal 
and most regional key BIA positions were held by non-Indians. By the mid 1960s, Indian 
people were being appointed to key BIA positions at the national level, and this trend 
gradually filtered down to regional and local BIA offices (Jackson & Galli, 1977).
The struggles against policies of termination awakened in tribal leaders a need for 
close contact with political powers in Washington. These struggles served as a unifying 
force and also prompted tribal leaders to accept more responsibility for the control of their 
future. Indian leaders saw the need for intertribal organizations to promote unity ameng the 
tribes and thereby ensure political power (Szasz, 1977). The 1960s and 1970s saw the 
formation of Indian organizations focused on Indian issues, including education. The 
National Indian Education Association (1970) advocated for educational programs to 
improve the social and economic well-being of American Indians. It exchanged ideas, 
techniques, and research methods in Indian education. The Council for Indian Education 
(1970) promoted the improvement and setting of higher standards for American Indian 
education and promoted quality in literature on Indian cultures. The Coalition for 
Indian-Controlled School Boards (1971) worked for more effective education and health
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programs for Indians. This group lobbied, supported research, and provided information 
through its library and speakers bureau. The American Indian Higher Education 
Consortium (1972) advocated the improvement of Indian post secondary education tlirough 
the preservation of Indian culture, literature, and language. This group worked with the 
tribally controlled community colleges. The National Advisor Council on Indian 
Education (1972) assisted with the responsibilities of the Indian Education Act by advising 
Congress, the Secretary of Education, and the Under Secretary of Education (Furtaw,
1993; Klein, 1993).
Despite the self-determination policies of the federal government, American Indian 
students still confronted economic and social problems on and off the reservations in the 
1990s (Gipp & Fox, 1991). Some of this country's worst poverty existed on the 
reservations. Poverty, alcoholism, and unemployment added to the already perplexing 
problems that ill-equipped tribal leaders faced (Gipp & Fox, 1991; Szasz, 1992; Wiley, 
1989). Tribal leaders and patents saw education as hope for their future. However, the 
priority for education often was displaced by the struggle to meet basic human needs.
According to the National Advisory Council on Indian Education (1993), "In 1990, 
Indian tribes operated 58 elementary and secondary day schools, 12 boarding schools, and 
6 peripheral dormitories offering residential services to native students attending public 
schools" (p. 147). The operation of these schools was not without problems or criticism. 
Funding was inadequate. Conflict with federal agencies over local control was ever 
present. Parents with concerns were often critical (National Advisory Council on Indian 
Education, 1993). The National Advisory Council on Indian Education noted efforts of the 
tribes to solve these problems:
Tribes are cognizant of the problems and are moving to improve their government 
operations by revising their constitutions, instituting improved court systems, and 
overhauling their administrative operations. The purpose of a revitalized and 
strengthened government is to serve the needs of Native communities. High on
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their list of priorities is the improvement of the education available to Native 
students and an increase in the financial resources needed to provide that education, 
(p. 147)
In 1992, about 83% of K-12 Indian students attended public schools. The other 
17% of Indian children were in B1A, mission, and tribally contracted schools (Chavers, 
1991; Ilillabrant et al., 1992). However, "the overall educational achievement level for 
native students in general [was] alarmingly low" (Mankiller, 1991, p. 5). Among all ethnic 
groups in the United States, American Indian and Alaskan Native students had the highest 
dropout rate, twice the national average (Reyhner, 1992). On an average, about three of 
ten Indian students left high school before graduation. Many native students who were 
academically capable of finishing high school left school because of unmet needs. Others 
protested the treatment they received and were pushed out (Hillabrant et al., 1992;
Reyhner, 1992).
In summary, the problems of Indian education have historical roots in the 
relationship between the federal government and Indian tribes. Monette (1994) wrote about 
the importance of Indian education as part of the nation's general policies toward American 
Indians:
Educating the American Indian has always been an integral part of United 
States policy toward Indians. Current federal authority over Indians is rooted in the 
wording of Article I, Section 8, Clause 3 of the Constitution: "The Congress shall 
have the power to regulate commerce with foreign nations and among several states 
and with Indian tribes." No other race of people are fsicl mentioned in this manner 
within the framework of the United States Constitution.
But the issue of Indian education has always been a perplexing challenge for 
American society. In the nearly three hundred years of effort, the education 
program has always reflected the values of Euro/American society. It either 
studiously ignored the needs of American Indians or it relied on inaccurate 
stereotypes, (p. 4)
Historically, American Indians have been exposed to a variety of educational 
programs and processes designed to educate them. Numerous studies and congressional 
reviews confirm the failed attempts to educate the Indian people. When federal programs 
attempted to assimilate Indian people into mainstream society, Indian culture, traditions,
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and values were ignored (Gipp & Fox, 1991). Despite the hardships, Indian people have 
hope for the future. Their hope lies in education, especially higher education, for their 
people, which will help them survive in a highly technological world. With adequate 
education, American Indians can enter the 21st century on their own terms (Mankiller, 
1991).
Man Higher E&agaflgn
Higher learning has been available for centuries to Indians with special aptitudes 
and abilities. Teachers of this advanced education were tribal members with expertise in 
religion, medicine, philosophy, and art. An Indian "student" spent years with the expert to 
acquire advanced knowledge. According to Crum (1989), higher education was not absent 
from this continent when the first contact with the white man took place.
An age-old tradition of advanced higher education existed in the lower 
Western Hemisphere (Mesoamerica and South America) centuries before the arrival 
of the first Europeans. Various groups of native people, commonly referred to as 
Indians, created advanced schools to perpetuate knowledge as well as native 
traditions.
Unfortunately, the Western Hemisphere natives have not been credited for 
being the first to establish a higher education tradition in the Western Hemisphere. 
Instead, much of the history has been written by ethnocentric Euro-Americans who 
gave themselves credit for introducing advanced schooling to this part of the 
world. . .  Most educational historians fail to mention that the indigenous Mayans, 
Aztecs, and Incas possessed advanced education well before the Spanish arrival of 
1492. (p. 14)
Many tribes developed informal advanced education, which passed on specialized 
skills needed for tribal survival. This informal higher education was ignored by the 
settlers, and plans for an Indian college were underway within a decade of the 
establishment of the first European settlement in America (Wright & Tierney, 1991). In 
1617, King James I called on Anglican clergymen to collect donations for "the erecting of 
some churches and schools for ye education of ye children of these barbarians in Virginia" 
(Wright & Tierney, 1991, p. 12). In 1656, Harvard established an Indian college on its 
campus (Brown, 1979). The charter of the College of William and Mary, dated 1691, 
included a provision for the education of Indian children. Eleazar Wheelock, a
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Congregational minister, founded Dartmouth College for the sole purpose of educating 
Indian students. Eventually, the branch colleges for Indians at Harvard and William and 
Mary closed because of the lack of Indian students. Wheelock's interest changed from the 
education of Indian students to the education of English youth. As a result, Dartmouth 
became increasingly inaccessible to Indian students (Wright & Tierney, 1991). These early 
efforts in formal higher education did not meet with much success because very few 
American Indians actually attended these institutions.
Up to the mid 1800s, the federal government did little to promote higher education 
among the Indian people. Hampton Institute and Bacone College were two examples of 
early college education available to Indian students. Hampton Institute was established in 
1868 in Virginia. Under the direction of General Samuel Armstrong, a commander of 
black soldiers during the Civil War, Hampton Institute advanced both mental and manual 
training for blacks. The needs of ex-slaves and Indians were similar, and these similarities 
were noted by the reformers. Therefore, Indians were allowed to enter Hampton Institute 
(Prucha, 1984). Between 1878 and 1924, Hampton Institute accepted thousands of Indian 
students and provided them with a college-level education. When federal funding ceased in 
1924, Hampton had provided junior college-level education to more than 200 Indian 
students (Adams, 1971; Jackson & Galli, 1977; Task Force Five. 1976).
The Baptists founded Indian University (now known as Bacone College) in 1880. 
The early Baptists believed that the Indians had to be saved from the folly of their 
"heathenism" and "savage" ways. The Baptists viewed the lack of Indian ministers as a 
barrier to this goal. Baptist leaders reasoned that once trained and educated as 
schoolmasters and preachers, Indians would work as missionaries among their own people 
(Wright & Tierney, 1991). Bacone College began classes with only three students, but the 
number rose to 56 by the end of the first year. Although identified as a university, Bacone
College never reached that goal for its Indian students but offered classes at the high school 
level (Task Force Five, 1976).
Other attempts at providing higher education involved Carlisle and Haskell Indian 
Schools. Training in agriculture, mechanics, and nursing became the focus of Carlisle's 
elementary-level classes. English language and vocational training stressed at Haskell in 
the early years changed to teacher training in 1894. The following year training in business 
was added. The curriculum at both Carlisle and Haskell stressed training in agriculture and 
the trades (Task Force Five, 1976).
American Indians sought higher education from the federal government almost from 
the beginning. However, most often this form of education demanded that the Indians 
forfeit their culture and embrace the "white" culture (O'Brien, 1990a). The idea of an 
Indian college began in 1911, when August Breuninger, a mixed-blood Menominee, 
advocated for an "Indian University." Breuninger firmly believed in the need for Indian 
people to preserve their tribal traditions and beliefs. The "Indian University" he envisioned 
would offer courses in Indian law, music, and dramatic arts. Down through the years, his 
idea was advanced by several different advocates, but funding remained a barrier (Cram, 
1989).
The first loans to Indians wishing to attend college came as part of the Indian 
Reorganization Act of 1934, but funding from the IRA loan program ceased in 1952. The 
Servicemen’s Readjustment Act of 1944 (the GI Bill) aided veterans to attend college. In 
1948, the BIA established the higher education scholarship grant program, and BIA 
scholarships more than doubled by 1964 (Task Force Five, 1976; Wright & Tierney, 
1991).
The 1960s and 1970s saw a dramatic increase in attention given to Indian 
education. President Johnson’s War on Poverty established many new programs, such as 
Upward Bound, Talent Search, and Vista, which helped Indian students prepare for or
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attend college. During this period, the BIA became more active in the support of Indian 
college students and expanded its scholarship program by redirecting its funds from the 
boarding schools to college students (Task Force Five, 1976). In 1979, the BIA granted 
monies to 14,600 Indian students in undergraduate programs and 700 in graduate 
programs. By the end of 1979, four-year institutions of higher education across the 
country had awarded degrees to approximately 1,639 Indian students, with 434 of them 
earning advanced degrees (Wright & Tierney, 1991).
The poor academic performance of Indian students in predominantly white colleges 
prompted Indian leaders to seek alternative means to provide higher education for their 
people. Tribal community colleges were established to meet this need. Tribal colleges are 
two-year community colleges, four-year colleges, or technical schools chartered and 
controlled by federally recognized Indian tribes. According to Oppelt (1990), the 
underlying factors that led to the development of tribally controlled community colleges 
included the following:
1. Non-Indian institutions of higher education, whether controlled by religious 
institutions, the federal government, or independent non-sectarian groups, have 
proved inadequate in meeting the unique educational needs of reservation Indians.
2. Emergence of the concept of self-determination in recent years encouraged 
Indians to begin to take control of the development of their own higher education 
institutions.
3. The need for new skills and knowledge on reservations to develop the Indian 
natural and human resources has become more evident to Indian leaders, (p. 118)
In 1968, the Navajo Community College was founded in northern Arizona (Crum,
1989). Coffer (1979) stated, "In January, 1969, a dream came true for the Navajo people.
Navajo Community College opened its doors for the first class meeting at their temporary
location in the Bureau of Indian Affairs boarding school at Many Farms, Arizona. A total
of 301 students attended classes in the Indian-owned and controlled college" (p. 87).
Within three years, Sinte Gleska College and Oglala Inkota College in South
Dakota were established. As of 1994, these two colleges were the only four-year American
Indian institutions awarding baccalaureate degrees. In 1991, Sinte Gleska became a
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university and began offering a master's degree in education (Houser, 1992; Stein, 1992). 
By 1991,24 tribally controlled community colleges served about 10,000 American Indian 
students of which 4,500 were full-time students (Wright & Tierney, 1991).
A tribally controlled community college is established when a tribal council issues a 
charter for the college (Houser, 1992). The charter generally stipulates that the college 
curricula must reflect Indian culture and history, as well as that of mainstream society. The 
operation of each college is within its own tribal setting with each offering programs and 
curricula relevant to the particular tribe it serves. Commitment to preserving tribal culture is 
a requirement, but providing the leadership required to solve the problems of the 
reservation is a challenge (Monette, 1994).
These tribally chartered institutions generally ensure their administrative autonomy 
from tribal politics. Advisory and governing boards consist of tribal members from the 
local reservations. Most of the presidents of these institutions are American Indian. Not all 
presidents are trained in college administration, but by the 1990s more were obtaining that 
training (The Carnegie Foundation for the Advancement of Teaching, 1989). The Carnegie 
Foundation for the Advancement of Teaching (1989) described tribally controlled 
community colleges:
Tribally controlled colleges are, at first glance, a study in diversity. 
Curricula, teaching styles, and campus architecture mirror the surrounding tribal 
culture, each college possessing a unique character. Some focus on general 
education, others emphasize vocational training. A few have campuses that would 
be the envy of any small rural college, while others offer classes in mismatched 
trailers.
Beyond the difference, all tribal colleges share common goals. They seek to 
strengthen respect for their cultural heritage, create greater social and economical 
opportunities for the tribe and its members, and create links to the larger American 
society, (p. 52)
Students choose to attend tribal colleges because of low tuition and close proximity 
to home (O'Brien, 1990b). Houser (1992) described students at a tribally controlled 
college:
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Nontraditional students are the norm at tribal colleges. Women predominate; most 
institutions are two-thirds to three-fourths female, often unemployed single heads 
of household. The median age is 29 to 30 years old. Moreover, large numbers of 
students do not have high school diplomas but instead have GEDs, often earned 
through the tribal college programs. About 98 percent of the students qualify for 
need-based federal financial aid. (p. 98)
Most faculty at tribally controlled community colleges are non-Indian. Some 
faculty come from outside the reservation and stay for only a short period of time. Low 
pay and the isolation of the reservation life are contributing factors to the high turnover rate 
of faculty. However, many white faculty, who call Indian country home, are 
knowledgeable about the tribe and the college and comprehend the needs of the Indian 
students. These faculty members earn the respect of the students and the larger 
community. Most tribal colleges have special instructors who lack formal education but are 
acknowledged experts on traditional tribal arts, history, philosophy, or language. These 
instructors are usually tribal elders who serve as authorities for many tribal study classes 
(The Carnegie Foundation for the Advancement of Teaching, 1989; Oppelt, 1990).
Physical facilities at tribally controlled community colleges vary greatly. Some 
campuses are large and spacious while others are small and space is scarce. Most colleges 
use whatever buildings are available through the tribe or BIA because money for new 
facilities is not available. Classrooms are sometimes scattered throughout the community. 
Money for sports facilities, student activity centers, and cafeterias is nowhere to be found. 
In 1989, most tribal colleges were barely "getting by" (The Carnegie Foundation for the 
Advancement of Teaching, 1989).
Yet, the impact of tribal institutions on Indian education is significant About 56% 
of the graduates of tribal two-year institutions go on to four-year institutions. Employment 
of graduates is reported to be as high as 88% after graduation (The Carnegie Foundation 
for the Advancement of Teaching, 1989; Houser, 1992; National Advisory Council on 
Indian Education, 1993).
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The tribal colleges have much to offer to Indian students but do so amid many
hardships. Funding is the most common problem for all institutions (The Carnegie
Foundation for the Advancement of Teaching, 1989; Coffer, 1979; Houser, 1992;
O'Brien, 1990b). The Tribally Controlled Community College Act of 1976 provides per
capita funding for tribal colleges, and students are eligible for federal financial aid. But the
federal funding does not keep pace with the rapid growth of the tribal colleges (The
Carnegie Foundation for the Advancement of Teaching, 1989; Houser, 1992; National
Advisory Council on Indian Education, 1993). The Carnegie Foundation for the
Advancement of Teaching recommended an increase in funding for these colleges
following its two-year study of tribally controlled community colleges. Congress did not
act (The Carnegie Foundation for the Advancement of Teaching, 1989). The Carnegie
Foundation for the Advancement of Teaching (1989) concluded the following:
Clearly, the tribal colleges face many serious challenges. The need to build a stable 
administration, meet die educational needs of an underserved population, and 
secure a diverse financial tjase is a test for every college. But while tribal colleges 
work with greater uncertainty and fewer resources than most non-Indian college 
administrators could even imagine, the dominant mood remains one of optimism 
and success, (p. 37)
In 1994, not all American Indian students were attending tribally controlled 
community colleges. However, Indian students at many institutions were the invisible 
minority group. Data on their actual numbers were scarce or not available because in most 
cases American Indians, due to their low numbers, were rarely categorized separately but 
were classified as "other." Available data portrayed low enrollment and high attrition rates 
(Wright, 1992).
The number of American Indian students attending higher education institutions 
leveled off in the last 25 years in spire of an increase in the number of college-age youth. 
The graduation rate for whites was estimated to be 23% as compared to 6% for American 
Indian/Alaskan Natives (Wright, 1992). In 1992, there were 119,000 American Indians 
enrolled in colleges across the country as compared to 88,000 in 1982. Of this number,
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103,000 Indian students were in public institutions, and 16,000 were in private schools. 
American Indian students made up 1.9% of all college students. Undergraduate programs 
had 110,000 Indian students, 7,000 Indian students were in graduate programs, and 1,000 
Indian students were enrolled in professional programs ("College Enrollment," 1994).
Demographics indicated that the American Indian/Alaskan Native population was 
expected to increase by 29% by 1995, but this group will still be the country's smallest 
minority group (De Witt, 1991a, 1991b). However, the American Indian students will 
continue to confront many barriers in the pursuit of a college education. Numerous studies 
have identified some common barriers, including lack of a good academic background, 
insufficient finances, the absence of role models, and hostile campus environment. 
Institutions of higher education continue to struggle to meet the needs of these students by 
taking advantage of federally and privately funded programs which enrich precollege 
preparation, increase financial aid, and increase college support services. However, 
institutional commitment and the cooperation of Indian communities remain the key element 
to successful programs (Wright, 1992).
Indian Education at the University of North Dakota
In his book University o f  the Northern Plains, Geiger (1958) described the 
establishment of the University of North Dakota. "On October 2,1883, a group of 
dignitaries of Dakota territory gathered on the windy, chilly prairie more than a mile west of 
the boom town of Grand Forks to lay the cornerstone of the first building of the University 
of North Dakota" (p. 3). Thus, the University of North Dakota was launched amid much 
ceremony. In September of 1884, classes began (Geiger, 1958).
The early history of the University of North Dakota gave no indication of the 
presence of American Indians on campus. In 1935, Franklin Dog Eagle enrolled. Dog 
Eagle was a Sioux athletic runner who did not complete his education. His enrollment was 
hailed as a connection with a neglected segment of the state's population (Geiger, 1958).
The 1940s and 1950s were a difficult and harsh period for Indian people. The 
federal policies of termination and relocation were not always well received by the white 
communities. Many American Indians hid their ethnic identity because Indians were not 
respected and were treated poorly (J. Ahler, personal communication, February 5, 1994). 
Until the 1970s, there was no way to identify students who were American Indian and 
attending UND, so the number of American Indians attending UND during that period is 
unknown. According to former UND President Thomas Clifford, a small number did 
attend (T. Clifford, personal communication, February 2,1994).
The establishment of the TRIO Programs in 1968 brought a significant number of 
Indian students to campus. The enrollment increased from 20 in 1960 to 300 in 1985 
(Hamerlik, Hedahl, Henry, & Nies, 1986). In 1973, the year the University of North 
Dakota began to record the ethnic background of students, there were 177 American Indian 
students attending UND. By 1991, the number had increased to 264 (Rice, 1992). In the 
spring semester of 1994,268 Indian students were enrolled at UND. Projected 
demographics showed that this number would continue to increase for some time 
(D. Schieve, personal communication, February 10,1994).
In the mid 1970s, a group of very active Indian students demonstrated for 
recognition of their rights and for better and more student support services (T. Clifford, 
personal communication, February 2, 1994; A. Raymond, personal communication, 
December 16,1993). University officials responded by taking advantage of the federally 
funded programs available during that time and establishing several programs to aid Indian 
students (T. Clifford, personal communication, February 2,1994). These programs 
included the Medex Program (physician's assistant), library science program, social work 
program, Indian Engineering Program, Student Opportunity Program (now Student Special 
Services), Indians into Medicine (1NMED), Teacher Corps, Future Indian Teachers, 
teacher training programs, Satellite Program, and Indians Developing as Educational
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Administration Leaders (Project IDEAL) (T. Clifford, personal communication, February 
2,1994; Hamerlik et al., 1986; Rice, 1992). Bilingual Education Training was offered 
through a consortium of UND, Little Hoop Community College at Fort Totten, Standing 
Rock Community College at Fort Yates, and Turtle Mountain Community College at 
Belcourt. Tribal colleges provided the first two years of bilingual/bicultural education, and 
UND provided the final two years of a bachelor's degree (Hamerlik et al., 1986). Federal 
funds were secured in 1991 for the Recruitment/Retention of American Indians into 
Nursing (RAIN) Project. In addition, master’s level nursing courses through the UND 
College of Nursing were offered on the Turtle Mountain Indian Reservation (N. Juhl, 
personal communication, May 16,1994).
The UND Indian Association (UNDIA) was organized in 1968 and grew to be the 
largest student organization on campus (Hamerlik et al., 1986; Rice, 1992). The Time-Out 
Program was a week-long program organized by the UNDIA. Activities included 
seminars, workshops, speakers, and demonstrations focused on issues, interests, or 
concerns of Indian people. The first Time-Out Program was held in 1969; later a Wacipi 
(powwow) was added (Hamerlik et al., 1986). This annual event grew to be one of the 
biggest events on the UND campus, attracting Indian and non-Indian participants and 
observers from all over the country (L. Jeanotte, personal communication, November 1, 
1993).
As the number of programs for Indian students increased, the need for a 
coordinator to implement and direct these programs became evident. This new position 
was placed under the office of the Vice President for Student Affairs. Flo Wiger was 
appointed as the first Assistant to the Vice President for Student Affairs for Native 
American Programs in 1974. Dr. Leigh Jeanotte was appointed in 1978 and was still in 
this position in 1994.
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In the 1970s, efforts focused on the development of an Indian Studies program. A 
legislative bill passed in 1971 established such a program. Departmental status was granted 
in 1977, which allowed students to earn a degree with a major in Indian Studies. The 
Office of Native American Programs, under the Division of Student Affairs, was also 
created and funded by this legislation (Hamerlik et al., 1986; Rice, 1992).
The Native American Cultural Center was formally dedicated in April 1971. This 
center served as a recreational and cultural meeting place for all Indian students and events 
and housed Native American Programs. The center was housed in the old depot until 1972 
when it was moved to 2419 Second Avenue North, Giand Forks (Hamerlik et al., 1986; 
Rice, 1992).
As the number of programs for American Indians increased, the number of 
American Indian students also increased, and concerns about discrimination and racism 
grew. Efforts were made ;o make faculty, staff, and students more culturally aware by 
offering workshops and seminars. Controversy over the UND mascot—the Sioux-and the 
cartoon caricature of an Indian alleged to be a Sioux and the use of the name the "Fighting 
Sioux" arose several times over a 20-year period (Hamerlik et al., 1986).
In the early 1990s, several events occurred on the UND campus that affected 
relations between Indian and non-Indian students, staff, and faculty. In 1986, Dr. Mary 
Jane Schneider, chairperson of the UND Indian Studies Department, published her book 
North Dakota Indians: An Introduction. Unable to find a textbook suitable for use in her 
classes on North Dakota Indians, Dr. Schneider had gathered materials on North Dakota 
Indians from libraries, Indian students in her classes, and visits to North Dakota 
reservations. Despite the fact that most of the material for the book was obtained 
collaboratively with Indian people, the book came under harsh criticism born some tribal 
political leaders. In 1992, one tribal leader declared that the book gave negative and 
inaccurate accounts of life on the reservations. Threats to have the book banned in North
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Dakota were made but never materialized, and the book was still being used by the 
department in 1994 (M. J. Schneider, personal communication, November 17, 1994).
In the fall of 1993, another incident occurred during UND Homecoming activities 
when several UND American Indian students and their small children were victims of racial 
harassment. According to a UND American Indian student involved in the incident, a 
group of Indian students and their children were waiting for the Homecoming parade to 
begin. Several fraternity members also waiting nearby began making derogatory remarks 
about Indians, had a band play "war dance" music, and began doing the "tomahawk chop." 
The fraternity group encouraged other groups of students nearby to join the activities, 
which continued until a Student Affairs staff member arrived and stopped them (R. Stolit, 
personal communication, November 16,1994).
This incident sparked a renewal of the controversy over the University's mascot, 
the "Fighting Sioux." Many American Indian students stated that the logo and name were 
offensive and demanded they be removed. The Student Organization Against Racism 
(SOAR) circulated a petition against die logo and the name. The name and logo remained 
although the University took steps to ease racial tension on campus. President Kendall
opinions on the logo, recruitment of minority faculty, curriculum, campus environment, 
and the campus-wide diversity plans.
Plans to address issues of diversity were developed in cooperation with the Western 
Interstate Commission on Higher Education (WICHE). These plans set institutional goals 
and action plans in the areas of campus climate, administration, faculty, and staff diversity, 
curricular and instructional diversity, and student diversity (University of North Dakota 
Diversity Steering Committee, 1993). In 1993, the completed plans were given to 
President Baker for consideration. He appointed the President’s Advisory Council on
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Diversity to implement the plans (L. Jeanotte, personal communication, November 16, 
1994).
The Native American Programs continued to develop new programs to assist Indian 
students reach their educational goals. Most of these programs were funded through 
external sources. Some of the new programs included Minority Access to Research 
Careers funded through the National Science Foundation to aid Indian students develop 
skills for careers in research; Ah-Jogum, a bridge program to enhance basic science 
courses; Indians into Psychology that provided academic and financial support to Indian 
students to increase their numbers in the field of psychology; a Howard Hughes 
Foundation-funded program administered by INMED to enhance elementary and secondary 
science programs; funds from the Howard Hughes Foundation to form a consortium of 
tribally controlled community colleges and the UND Biology Department to stimulate 
interest in science for college-level students; the America Grant, funded through the United 
States Department of Education, to develop opportunities for Indian students to have 
experiences in cooperative education; the National Resource Center on Native American 
Aging, funded by the United States Office on Aging and administered by the UND 
Resource Center on Gerontology, to explore issues concerning the American Indian 
elderly; and Project Eagle, funded by the UND Alumni Association, to provide programs to 
bring American Indian students into business. As of 1994, funding from the National. 
Science Foundation to enhance math and science programs for fourth and fifth grade Indian 
students with disabilities was pending (L. Jeanotte, personal communication, November 
16, 1994).
The Native American Programs promoted the unique cultural backgrounds and 
experiences of American Indian students and supported the University in its understanding 
of these differences. Communication between Indian communities and the University on 
program coordination, recruiting, and funding was done through Native American
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Programs. The office kept in close contact with funding agencies of all types to keep pace 
with new programs and new sources of funds. A university climate receptive to American 
Indian students at UND was the ultimate goal of the Native American Programs (Hamerlik 
et al., 1986).
Organizational Climate and Culture
Culture and climate are abstract concepts derived from several disciplines such as 
anthropology, sociology, psychology, linguistics, and organizational behavior. Culture, 
climate, and environment arc used interchangeably in higher education to describe many 
organizational aspects (Ott, 1989; Peterson & Spencer, 1991; Rousseau, 1990). The 
concepts of climate and culture are described as intangible, illusive, elusive, complex, and 
difficult to define clearly (Cherrey, 1990; Kuh & Whitt, 1988; Pettigrew, 1990; Tierney,
1988). Culture and climate concepts are separate but related (Ott, 1989; Thomas, Ward, 
Chorba, & Kumiege, 1990). These two concepts have proven invaluable in researching 
organizations (Peterson & Spencer, 1991).
According to Peterson and Spencer (1991), "Culture and climate provide members 
with and reflect their understanding of the purpose or meaning of their organization and 
their work. They provide a mechanism for attracting, selecting, and socializing new 
members" (p. 141). Through culture and climate, organizational members acquire a feeling 
of uniqueness that sets their organization apart from similar ones. Culture and climate 
support the constructs that aid organizational members to make sense of many unconscious 
assumptions of the organization (Peterson & Spencer, 1991).
Climate and culture have a number of overlapping conceptual similarities. Both 
deal with the means by which organizational members understand their work setting. 
Organizational members acquire knowledge about the culture and climate of their 
organization through participation in activities within the organization and interactions with 
other organizational members. Culture and climate are related to elements that influence the
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behavior of organizational members (Reichers & Schneider, 1990). Shared beliefs or 
common behavioral patterns form the organizational "glue" which holds an organization 
together (Masland, 1991; Peterson & Spencer, 1991; Rousseau, 1990). Peterson and 
Spencer (1991) wrote about culture:
Organizational culture is a holistic perspective. It may serve purposes that are 
(1) instrumental: social interpretation of what the organization is or does, a form of 
member control, or a mode of organizational adaptation to problems and challenges 
and (2) interpretative: a sense of what the organization has, a sense of meaning for 
members about the organization of their work. The major features of culture are 
that it (1) serves to emphasize an organization's unique or distinctive character, 
which provides a subordinate meaning to members, (2) is deeply err bedded and 
enduring, and (3) is not malleable, changed primarily by cataclysmic events or 
through slower, intensive, and long term effects, (p. 142)
No one definition of culture has been formulated, but each organization has a
culture unique to that organization (Fink, 1988; Kuh & Whitt, 1988; Reichers & Schneider,
1990) . Evans (1968) defined culture as "the set of beliefs, norms and values that constitute 
blueprints for behavior" (p. 108). Lunenburg and Omstein ( 1991) defined culture as 
"shared philosophies, ideologies, beliefs, feelings, assumptions, expectations, attitudes, 
norms, and values" (p. 58). In 1952, researchers Rroeber and Kluckholm surveyed the 
literature on culture and discovered 164 different definitions of culture (Kopelman,
Brief, & Guzzo, 1990; Ott, 1989). Definitions vary but common elements include shared 
values, heroes and heroines, rituals and ceremonies, sagas, symbols, artifacts, language, 
and legends/stories (Fink, 1988; Owens, 1987; Rousseau, 1990; Wilkins, 1983).
Shared values are convictions common to organizational members; they dominate 
daily work routines (Deal & Kennedy, 1983; Kuh & Whitt, 1988; Peterson & Spencer,
1991) . Unconscious expression of these values provides meaning for social actions and
gives rise to acceptable standards of social behavior. Shared values have a direct effect on
the vigor and welfare of the organization (Kuh & Whitt, 1988). Deal and Kennedy (1983)
wrote the following about shared values:
Values are the bedrock of any corporate culture. As the essence of a company's 
philosophy for achieving success, values provide sense of common direction for all
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employees and guidelines for their day-to-day behavior. These formulas for 
success determine (and occasionally arise from) the types of corporate heroes, and 
the myths, rituals, and ceremonies of the culture. In fact, we think that often 
companies succeed because their employees can identify, embrace, and act on the 
values of the organization, (p. 21)
These shared values influence many aspects of an organization. This unofficial 
system of directing the actions of organizational members conveys to members what is 
expected of them. These values are tied to the basic assumptions and beliefs of an 
organization and form its belief system. Shared values bond organizational members 
together and explain to them their work setting in terms of cause and effect 
(Deal & Kennedy, 1982; Kuh & Whitt, 1988).
Keroes/heroines portray ideals and values of an organization in human form 
(Masland, 1991). Organizational founders, presidents, and senior officers mold the 
mission, values, and practices of an organization (Kuh et al., 1991). Organizations emerge 
and grow in the image of heroes/heroines who exert a profound influence on the 
organization-even after their death (Deal & Kennedy, 1982,1983). Organizational 
heroes/heroines are organizational tokens for the outside world. They retain the singleness 
of the organization, determine performance standards, provide role models, and stimulate 
workers to believe that success is human and attainable (Deal & Kennedy, 1982; Masland, 
1991).
Riuials and ceremonies physically manifest organizational values and beliefs 
(Deal & Kennedy, 1983; Masland, 1991). The organizational culture is embodied in the 
organization s rituals, and ceremonies provide evidence of a culture in action. The old 
values and beliefs which are still important in the present life of the organization and which 
provide a link to the past are carried on in rituals and ceremonies (Masland, 1991). Rituals 
are sometimes staged publicly and are repetitive in content and occasion (Kuh & Whitt, 
1988).
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Rituals depend on language, but language that is more than words and expressions 
(Kuh & Whitt, 1988). Language exemplifies, steadies, and blends experiences into a 
significant whole (Kuh & Whitt, 1988; Pettigrew, 1979). Language communicates ideals, 
emotions, and perceptions of an organization. The culture of an organization is often 
disclosed by symbolic language and metaphor used by the members of the organization 
(Kuh et al., 1991; Masland, 1991).
Symbols and symbolic actions evoke pride and identity with the institution by 
emphasizing important institutional values (Kuh et al., 1991). Symbols translate cultural 
values and beliefs into a form that is tangible and can be shared and understood by others 
(Kuh & Whitt, 1988; Masland, 1991). Organizational members are encouraged to recollect 
the reasons for their existence through symbolic actions of a leader or groups (Kuh et al., 
1991).
Narratives about an organization come in many forms—sagas, myths, stories, and 
legends (Clark, 1972; Kuh & Whitt, 1988). Often incorporating symbols, narratives 
perpetuate traditions and preserve the history of the institution, its important events, and its 
heroes. Narratives inform members of the rules, reflect beliefs of its members, and 
connect present members with the organization's past (Kuh & Whitt, 1988). Sagas are 
passed from generation to generation and are embellished as they are retold or rewritten. 
However, sagas reserve some aspect of truth as they develop into legends of an institution 
(Clark, 1972; Kuh & Whitt, 1988).
Culture is said to determine the climate of an institution (Kopelman et al., 1990). 
Climate is the "personality" of an organization (Evans, 1968; Joyce & Slocum, 1979; Qtt,
1989). The concept of climate is similar to the concept of culture in that it is difficult to 
define. This lack of definition, however, does not rule out the existence of climate. The 
literature offers a variety of definitions with no one widely accepted (Evans, 1968;
Joyce & Slocum, 1979; Ott, 1989; Rao & Narayana, 1986). Peterson and Spencer (1991)
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defined climate as "the current common patterns of important dimensions of organizational 
life or its members' perceptions of those dimensions" (p. 143). Peterson and Spencer 
claimed that climate functions as the means for controlling and motivating members of the 
organization. Climate stresses common views of the members on many aspects of the 
organization, enabling comparisons to be made among units and over time. Climate 
concentrates on the values and actions of the present members. Because climate is often 
short lived, it can be molded or reshaped.
Joyce and Slocum (1979) claimed that climates have differentiating features. The 
perceptual and psychological nature of climate is reflected in images organizational 
members hold about their organization. Climate is abstract because people within an 
organization form ideas about the group based on information provided by other members 
of the group. Organizational members describe their work place rather than evaluate it, 
making climate more descriptive than evalutive (Joyce & Slocum, 1979).
Multiple climates or subclimates exist within organizations (Ott, 1989; Rao & 
Narayana, 1986; Reichers & Schneider, 1990; Schneider, 1975; Schneider & Reichers, 
1983). These diverse climates blend to form the larger climate of a whole organization. 
Each work group or unit has a distinct climate, and a functional climate found in one group 
may not function for different groups within the same organization. However, it is 
extremely rare for these diverse climates within an organization to be completely different 
because all groups and units share many components common to the whole organization 
(Rao & Narayana, 1986).
Halpin and Croft (1963) studied school climates using a framework which 
considered individual personalities as being on a continuum ranging from open-mindedness 
to closed-mindedness. They stated that the "climate" of a school is its "personality." 
According to Sergiovanni and Starratt (1983), school climates for Halpin and Croft ranged 
from open to closed. Based on the social interaction between the principal and teachers,
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Halpin and Croft idendfied six types of climates: the open climate, the autonomous 
climate, the controlled climate, the familiar climate, the paternal climate, and the closed 
climate.
Astin (1968) studied the climate within colleges and universities and identified four 
climates which he called "environments"—the physical environment, the peer environment, 
the classroom environment, and the administrative environment Each climate is different. 
The behavior of people is influenced by the climate in which they find themselves.
The physical environment of an institution is all of the facilities which affect student 
life or academic programming-dormitories, laboratories, library, and other facilities. In 
the wider perspective, this environment involves the arrangement of buildings with respect 
to one another and includes the surrounding town/communily and the weather of die 
geographic area in which the institution is located. Physical features of an institution alter 
the advancement and growth of its students (Astin, 1968).
In the peer environment, the student is both the recipient and the source of the 
stimuli. In frequent and close student interactions, students often play multiple roles, 
making the peer environment an enormous fountain of stimuli. There is continuous change 
in the overall college environment as students provide impetus for change in the actions of 
fellow students who, in turn, alter the stimulation they deliver to fellow students. Students 
living in shared campus housing are most influenced by peer stimuli as shown by students' 
behavior becoming more similar as time goes by. The peer environment undergoes many 
changes as students enter the classroom environment and move through the educational 
process (Astin, 1968).
The classroom environment is the combination of the behavior of the instructor and 
the students and the overall organization and structure of the classroom, providing a 
significant source of influence during the college years. Professors set the tone for 
activities that go on in the classroom. The direct interactions between the student and the
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professor influence their students' motivation, success, and/or failure. The classroom 
environment changes as the student changes classes each semester while he or she moves 
through the system toward a degree (Astin, 1968).
The administrative environment, with its rules and regulations, controls the conduct 
of the students. Rules and regulations are communicated to students through college 
catalogs, student handbooks, and orientation sessions. For some students, informal 
exchanges between students are the means of learning institutional policies (Astin, 1968).
In summary, experts in the field have conflicting definitions of culture and climate. 
For the purpose of this study, the definition developed by Peterson and Spencer (1991) 
will be used. Peterson and Spencer pointed out that culture and climate research is not new 
to higher education. Climate has been recognized as a critical factor to the success of 
minority students in higher education. The environment or climate of a college campus is 
affected by many elements, one of which is tension caused by racism (James,
James, & Ashe, 1990; Richardson, Simmons, & de los Santos, 1987; Thiebolt, 1989).
Racism and Its Influence on Institutional Climate 
Racism is the practice of racial discrimination, segregation, persecution, or 
domination based on feelings of racial differences or antagonism, especially with reference 
to a supposed racial superiority, inferiority, purity, or racial prejudice (McKechnie, 1979). 
The ideology of white supremacy came to this continent with the arrival of the first white 
man (Rutledge, 1982). Some claim that racism is part of the fabric of our society and is so 
entrenched in our society that it cannot be removed. To some, racism is such a normal way 
of acting that it is irrational to challenge its existence (Pope-Davis & Ottavi, 1992;
Rutledge, 1982; Siggelkow, 1992). McClelland and Auster (1990) stated that racism has 
been reconceptualized and redefined:
Symbolic racism is linked with more blatant forms of "traditional" racism by a 
common negative affect toward blacks; symbolic racists, however, do not express 
the affect directly (as do "traditional" racists), but rather indirectly through the
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opposition to programs, such as affirmative action or busing, which seek to 
improve the status of blacks in society, (p. 608)
The ideology of the advantaged group is asserted to legitimize that group's
advantages against the challenges of the subordinate group. If the subordinate group does
not overtly challenge the dominant group, the subordinate/dominant positions, based on
differences between the groups, seem justified (Hurtado, 1992; McClelland & Auster,
1990). McClelland and Auster wrote about groups facing challenges:
But when the subordinate groups begin to challenge the dominant groups directly, 
the dominant group responds by developing a more subtle and sophisticated 
ideology to legitimate their privileges; advantages are no longer defended on the 
basis of the intrinsic superiority of one group over another, but the status quo is still 
supported by an avowal of the intrinsic value and importance of certain principles 
that underlie it. (p. 610)
Today racism is still present but in a more subtle form. Racism no longer accepts 
old stereotypes, people deny its existence, policies and rules hide it well, and new words 
such as "equality" and "reverse discrimination" are used more often. Dovidio (1993) 
described this new form of racism-aversive racism. For the aversive racist, prejudice is 
bad. She or he has some racial bias but is unaware of these negative feelings. Most 
Americans with strong egalitarian convictions are convinced that they are not prejudiced, 
but they still harbor some subtle forms of bias characteristics. In principle, they advocate 
for fair and equal treatment for everyone, but because of their negative attitudes, the 
aversive racist avoids interactions with minority groups. When interactions with other 
groups are unavoidable, the aversive racist follows all established rules and codes of 
behavior. In order to avoid being marked as a racist, the aversive racist proclaims to be 
color blind. Negative emotions articulated in a very subtle way are rationalized and spawn 
advantages for whites and disadvantages for minorities (Dovidio, 1993). This form of 
racism is hard to recognize and eliminate because the idea of the immorality of prejudice 
and the illegality of discrimination are ineffective. Traditional and aversive racism have the 
same harmful impact on its victims (Dovidio, 1993).
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Because there is a need for power and control for ourselves and for our group, 
categorization of people usually occurs at the first meeting. Based on what is seen first, 
usually skin color, people who are different in some way tend to be devalued. Groups of 
people become "we" (the in-group) and "them" (the out-group). More positive 
characteristics are attributed to "we," while negative characteristics are given to "them." 
These attitudes influence how people think about and act toward each other. Such 
interactions often lead to racial inequality (Dovidio, 1993).
Wilson (1989) wrote, "The struggle for racial equality began with the Emancipation 
Proclamation issued by President Abraham Lincoln on January 1 ,1863 . . . .  The 
proclamation gave impetus to the passing of the 13th, 14th, and 15th Amendments of the 
Constitution guaranteeing other black rights" (p. 1). Early in the year of 1941, 
discrimination against blacks in the hiring practices of defense plants caused blacks to 
threaten to stage a "March on Washington." President Roosevei, respc ,\ued and issued 
Executive Order 8802 on June 25,1941. The order barred discrimination on the basis of 
"race, color, creed, or national origin in industries which received federal contracts." No 
other affirmative action was taken by the federal government until 1964 when President 
Kennedy issued Executive Order 10925 which called for "affirmative action" plans 
(Wilson, 1989).
Discrimination based on race, religion, or national origin was barred by Title VH of 
the Civil Rights Act in a wide range of employment policies at the national, state, and local 
level in public and private institutions (Scollay, Tickzmyer, Bokermeier, & Wood, 1989; 
Smith & Sneed, 1989). Since 1964, equal employment opportunity and affirmative action 
have become national policy. Affirmative action plans, designed to resolve historical 
problems of discrimination in the employment of minorities and women, were guided by 
broad federal guidelines (Atcherson & Conyers, 1989). Keyser and Keyser (1990-91) 
described affirmative action in this way:
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Most of us subscribe to the Golden Rule—the philosophy of treating others the way 
we would want to be treated. . .  We had, as a society, violated the Golden Rule as 
it applied to women, the disabled, and people of color. The hope was to inspire a 
new sense of fairness through goals and standards that would create political, 
economic, and educational equality, (p. 7)
Seen as a means for enforcing the Civil Rights Act, affirmative action was to help 
end discrimination and hasten the involvement of people of color (Meyer, 1991-92). The 
American belief that all employees were to be treated equally was to be strengthened and 
expanded by affirmative action (Madkins, 1989). Since affirmative action, many doors of 
opportunity once closed to minorities and women have been opened (Wilson, 1986). 
Affirmative action also brought substantial improvement in the status of minorities and 
women in academe (Liss, 1977).
However, required affirmative action plans result in many miscc leeptions about the 
intent of affirmative action. Affirmative action plans are seen as awarding substantial 
advantages to minorities at the expense of whites. Negative images and labels such as 
hiring "quotas" surround many affirmative action programs (Sowell, 1976). In addition, 
research found that many people misinterpreted affirmative action as disregarding the most 
qualified people in order to fill a "quota" (Keyser & Keyser, 1990-91). The hiring of more 
minorities and the admission of more minority students to higher education institutions are 
viewed by many as hiring and admitting unqualified people (Duster, 1991a; Wilson, 1986). 
Special admission students are viewed as unqualified or inferior, and some believe that 
institutional admission standards have been lowered (Hayashi, 1991; Smith & Sneed,
1989; Wilson, 1986). Majority students denied admission or not hired for positions blame 
affirmative action policies and resent those who were admitted or hired, thereby, causing 
racial tension (Hayashi, 1991).
For minorities, there is another negative aspect of affirmative action. Some 
minorities are insecure about their admission because majority students assume the minority 
students were admitted only because of lowered admission standards. Minority students
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experience nonacceptance, even contempt, from majority students, faculty, administrators, 
and staff. Minority students receive little or no support and experience negative and at 
times discriminatory behavior from white faculty. Minorities are frequently compelled to 
demonstrate their intellectual and social abilities in a nonsupportive environment (Clay,
1987) . All of these factors leave minorities wondering if they were admitted to college, 
hired, or promoted because of their qualifications or because of the color of their skin 
(Hayashi, 1991; Steele, 1990).
These self-doubts and fears are perpetuated in higher education. For many minority 
students, entering college is their first interaction with the predominantly white society and 
results in culture shock (Astone & Numez-Wormack, 1990). They feel lost and often 
overwhelmed after arriving on a predominantly white university campus (Maynard, 1980). 
Minority students quickly recognize that very few minorities are on most predominantly 
white campuses. They find the critical mass of their ethnic group missing 
(Astone & Numez-Wormack, 1990; Saufley, Cowan, & Blake, 1983). Only the 
well-motivated, determined, responsible, assertive, and articulate minority student copes 
with all of the complexities of the education system (Maynard, 1980).
Having left family, friends, and support groups behind at home, minority students 
arc now in an environment reflecting middle-class white America. In order to fit in and 
succeed in the educational system, many of these students feel compelled to shed the values 
of their culture and embrace those of the white majority present at the university (Wehrly,
1988) . University values often conflict with cultural values of the student. Maynard
(1980) wrote about culture conflicts experienced by minority students:
Conflicts develop around cultural values, and expression of a student's 
individuality may be contrary to university values. Students are frequently placed 
in conflict when required to conform simultaneously to university standards and to 
family and cultural peer group expectations. Such expectations can be 
contradictory, so adjustment to one set of requirements makes adjustment to the 
other more difficult, (p. 400)
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Without structure and support, feelings of social isolation and alienation soon set in 
(Astone & Numez-Wormack, 1990; Huffman, 1990). According to Steward,
Jackson, & Jackson (1990), "Alienation is defined as a multidimensional concept 
composed of elements of powerlessness, meaningless, and social isolation" (p. 509).
For minority students to develop positive sentiments about and recognition of the 
culture of an institution, they must feel that the educational institution confirms, 
acknowledges, and appreciates their cultures. Any signs of disrespect or rejection for the 
cultural values brought to an institution by ethnic minority groups evoke feelings of 
alienation from that institution (Wehrly, 1988). Most minority students at predominantly 
white institutions experience feelings of alienation, isolation, and loneliness (Alien, 1987; 
Brodie, 1992; Cunningham & Miller, 1991; Steward et al„ 1990; Suen, 1983).
Loo and Rolison (1986) conducted a study of the alienation of students. From their 
data, they concluded that "the socio-cultural alienation of minority students in a 
predominantly white university is greater than that of white students and that feelings of 
cultural domination and ethnic isolation are the forms in which this alienation is 
experienced" (p. 71). Other factors which were found to contribute to feelings of alienation 
included poor academic preparation, culture shock, stereotyping of minorities as being 
inferior, small representation of their ethnic group, and lack of minority faculty to serve as 
role models (Loo & Rolison, 1986).
The need for minority role models has been identified by researchers (Ainsworth, 
1986; Harris, 1988; Nelson, 1987; Ross, 1989). The ethnic composition of faculty and 
their individual involvement with students were found to be factors in the recruitment and 
retention of minority students. Minority students who saw minority role models exercising 
leadership on the campus experienced a sense of belonging. Minority representation in 
faculty and administrative positions was vital to the retention of minority students
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(Ramirez & Thayer, 1989). Martinez (1991) claimed that absence of minorities to facilitate 
role modeling and mentoring adds to the feelings of alienation.
Minority students often face yet another form of alienation-alienation from their 
family, culture, and community. Students leave family, friends, role models, and support 
systems behind when they come to college (Blake, Saufley, Porter, & Melodia, 1989; 
Saufley et al., 1983). Many grew up in ethnic neighborhoods or communities, attended 
schools where they were the majority, and socialized mainly with members of their own 
ethnic group (Astone & Numez-Wormack, 1990). For the American Indian students, this 
experience is even more likely because reservations tend to be geographically isolated (Stitt,
1989) . These students soon become aware that education has changed them and that they 
will never go home unchanged. They often see shortcomings in their home communities 
that they had never seen before. Values, contacts with old friends, and common interests 
change and fade with time. They lose touch and no longer have a sense of belonging to the 
community in which they had been nurtured (Saufley et al., 1983).
Huffman (1990) found in his study of American Indian students that these students 
go through a process which he called "transculturation"; individuals of one culture enter 
and interact in another culture without the loss of their native identity and ways. Although 
students move through the process, they never reach the goal of biculturalism (Huffman,
1990) . They soon find both the university and the home community discomforting and 
alienating. American Indian students then feel unaccepted in both settings, and they 
become marginalized They recognize that they must live in two worlds but never really fit 
completely into either (Blake et al., 1989; Huffman, 1990; Saufley et al., 1983). Some 
students simply drop out of college and return home. Those who choose to stay in college 
recognize the limitation of opportunities if they return home but are aware that more success 
at college will mean greater alienation, discomfort, and anxiety. The push and pull between 
two worlds raise guilt and fear—guilt for having left the known comfort of home and fear of
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exploring unclear and uncertain opportunities. Students also encounter other social and 
psychological problems, such as racism, sexism, and discrimination, which lead to poor 
academic performance or dropping out (Blake et al., 1989; Cunningham & Miller, 1991).
For minority students who remain in college, feelings of alienation usually lead to 
self-segregation. Self-segregation is defined as socializing and interacting primarily with 
persons of one's own ethnic group. Feeling isolated from the greater university 
community, minority students develop a need to create their own tighdy knit society 
(Saufley et al., 1983). Self-segregation occurs on campuses because minority students feel 
they do not belong (Madrazo-Peterson & Rodriguez, 1978). Eliminating self-segregation 
once it begins on a campus is an unobtainable goal. Students who view the campus 
community as accepting and inviting perceive no need to self-segregate (Education 
Commission of the States Task Force for Minority Achievement in Higher Education, 
1989).
In an effort to help minority students develop a sense of community, some 
campuses establish "houses" for its ethnic minority groups. Some argue that such houses 
destroy the idea of a common community and encourage self-segregation (Duster, 1991b). 
Self-segregation is viewed by minority students as a means of cultural support within a 
setting that has proven to be unsupportive, but some majority students see this as "racial 
segregation" (Hurtado, 1992; Loo & Rolison, 1986). However, others accept the fact that 
people want to be among their ethnic or racial peers (Duster, 1991b).
Finding their campus competitive, minority students unite to create a shared region 
where they can work together to succeed. Minority students segregate into enclaves to 
elicit resources available through their ethnic houses. They also gain support to function in 
an environment they find alienating and harsh. Through their ethnic communities, minority 
students find social, cultural, and moral support and form a sense of identity (Duster, 
1991b).
Students of color do not want tc shed their ethnic identity (Homette, 1989). They 
no longer want to "melt" and become part of the Anglo society. America, for the most part, 
has given up the metaphor of the "melting pot" and has now embraced the metaphor of the 
"salad bowl" were the color, flavor, and texture found in diverse cultures are valued and 
appreciated (Tibbetts & Keeton, 1992).
Murguia, Padilla, and Pavel (1991) found in their study of Hispanic and American 
Indian students that ethnic identity allows students to maintain stability in a constantly 
changing world. Ethnic identity produces a sense of pride and uniqueness. Ethnicity is 
rooted in immediate and extended families and in close friends of the same racial or national 
origin. When ethnic minority students enter college, they bring with them their ethnicity 
(Murguia et al., 1991).
There is a need for institutions of higher education to recognize that American 
Indian students have no desire to abandon their ethnic identity to ensure success in 
academe. But most colleges in this country are geared toward the white middle-class 
population of America, creating a barrier for American Indian students when they attempt to 
become part of the college community. Unable to overcome this barrier, most minority 
students self-segregate. However, self-segregation limits students' integration and 
interaction with the college community as a whole. Such limited integration has been 
identified as a factor in early departure of some students from college (Homette, 1989; 
Murguia et al., 1991).
Tinto (1987) stated that students come to college with personal traits such as 
gender, nationality, and capability. Students also bring experiences from high school and 
elements of how these experiences prepared them for academic performance in higher 
education. Also present are the social status of their families and the influence of the 
communities in which they live. These factors aid in formulating a student's educational 
goals and directly or indirectly shape the student's college experience and integration in the
academic and social systems of the institution. Tinto (1975) argued, "Other things being 
equal, the higher the degree of integration of the individual into the college system, the 
greater will be his commitment to the specific institution and to the goal of college 
completion" (p. 96). Complete integration into both the academic and social systems is not 
necessary, but some degree of integration must occur if a student is to persist in college. 
However, the institutions of higher education restrict student integration in the institution's 
systems (Tinto, 1987).
Tierney (1992) claimed that Tinto's model is an assimilationist model because Tinto 
assumed that all successful students had to assimilate into the culture (system) of the 
college. According to Tinto, institutions have systems of values and ideals that reflect 
white society, and individuals entering the institution must adapt to this system. Doing so 
is a problem for the Native American student who must function in two worlds-the Indian 
world and the white world™while attending college. According to Tierney (1992), Tinto 
failed to consider the influence of culture. Tierney noted that "conformity is the norm and it 
is the responsibility of the individual. Absent from this analysis is any discussion about 
cultural formation of groups. Social integrationist assumes that culture exists at a meta 
level" (p. 610). Tierney (1992) argued for a model in which institutions of higher 
education are viewed as multicultural units in which differences are heightened and 
embraced.
Mutter applied Tinto's departure theory to a 1989 study of black and white 
students. Data showed a definite correlation between academic and social involvement, 
graduation goals, and institutional loyalty and persistence, thus confirming Tinto's theory 
(Mutter, 1992). However, Tierney argues that more research is needed of minority 




As the number of minorities on a campus increases so does the number of 
discriminating actions and racial tensions. Hurtado (1992) stated, "Racial conflict arises 
out of a sense of threat to group position, when the dominant group perceives the risk of 
losing power, resources, and other advantages" (p. 545). Racial conflict and violence on 
college campuses across this country has increased in recent years (Clay, 1987; Hurtado, 
1992; Skelly, 1990, Yang, 1992). In a 1984 study conducted by the Center for the Study 
of Campus Violence, 95 institutions reported 174 incidents of racial conflict resulting in 
violence. Reported numbers of racial incidents ranged from one to ten per year per 
institution, but only 6.8% of institutions viewed racial strife as a problem (Clay, 1987).
Racial incidents and tensions occur in many different forms, including oral or 
penned smears and epithets, cross burning, disfigurement or the ruin of property, and 
attacks on individuals (Henley, 1990). The types of reported racial incidents included 
white students assaulting black students at the University of Massachusetts after a World 
Series game, posters and memorials destroyed at the Afro-American center at Yale and at 
the African American theme house at Stanford, and a black fraternity set afire at the 
University of Mississippi (Clay, 1987). These incidents reflect the depth of the problem 
and are not confined to any particular part of the country or to any particular type of 
institution (Henley, 1990).
Racial incidents are noted by the media, and this type of publicity negatively affects 
the university, its staff, its students, and its potential students. Minority students, usually 
the victims of racism and already feeling alienated and isolated, suffer an intensification of 
these feelings. The racial groups are divided further, causing tension and mistrust to 
increase. The results are often an early exit from the institutions by some of the students 
involved in the incidents. Those who remain fail to experience and develop a sense of true 
alliance with the institution, the mark of a true alumnus (Henley, 1990).
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After a highly publicized racial incident, the institution, its faculty and 
administration, and its students are labeled "racist." Fund-raising and employment of 
graduates might be hampered. Public relations are severely affected. Parents of the victim 
raise questions about the security and well-being of their child, and they also question their 
decision to allow thei r child to matriculate in the institution (Henley, 1990). Racial 
incidents hinder the recruitment and retention of students of color because the incidents 
influence the students' choice of which college to attend (Oteri & Malaney, 1990),
Minority students select a college where interactions, social and academic, are 
perceived as being positive, where their accomplishments are acknowledged, and where 
their ethnic differences add richness to the campus (American Council on Education,
1988). But too often what they encounter is hostile climate (Smith, 1990). In higher 
education, achievements in minority admission, course work, employment, graduate 
fellowships, and research are often overlooked. The research done by minorities and 
carried out in their ethnic communities is often considered irrelevant or second rate.
Support for the upward mobility of minorities is nonexistent Opportunities to present 
papers or speak at conferences are rare experiences for the minority scholar (American 
Council on Education, 1988).
In subtle and not-so-subtie ways, attitudes that make the campus atmosphere hostile 
are conveyed. A hostile environment alters the ability of minority students to cope with the 
challenges and lessens their desire to stay (Astone & Numez-Wormack, 1990; Clay, 1987). 
However, in such an environment minority students not only must learn but also must live 
(Saufley et al., 1983). They must tolerate an environment in which psychological and 
physical coercion is constantly present (Wehrly, 1988). This ever present tension keeps 
minority students in a constantly defensive mode, which causes additional racial tension 
(Saufley et al„ 1983).
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The negative impact of racism on the campus of the University of Massachusetts at 
Amherst was studied by Gteri and Malaney (1990). They noted that all students were very 
much aware of highly publicized incidents of racism that had occurred on the Amherst 
campus. Students tended to define campus racial climate in terms of racial incidents, 
reaction of college personnel to the incident, and the resulting notoriety, all of winch greatly 
influenced their decision of whether or not to enroll in the college. Prospective black 
students, more than students of any other group, were negatively influenced. The 
researchers concluded that the racial problems, off and on campus, envisioned by students 
were meaningful to their decision to attend a college (Oteri & Malaney, 1990).
Racism includes what students bring with them to the campus and is not solely the 
outcome of a student's college experience (Marcus, 1990). Many white students live in 
racially segregated communities, receive information that is racially biased, and form 
misconceptions and biased assumptions about people of color (Harvey, 1991). White 
students willing to interact with minority students often exhibit ill-suited notions of people 
of color, are profoundly ignorant, and express overtly racist ideas. They are insensitive in 
their statements about ethnic foods, violence, sex, and poverty, believing that all minorities 
are poor and come from the ghetto. White students come to campus with racist attitudes 
and racial prejudices communicated to them for years (Saufley et al., 1983).
In a study of racial attitudes, Sedlacek, Brooks, and Mindus (1973) assessed the 
attitudes of incoming freshmen and their parents. Surveys identified parents as the primary 
source of their children's opinions about race. The researchers concluded that white 
parents and their children share the same adverse opinions about blacks. The greater the 
social distance from the black person, the more positive the reaction to black people.
Blacks in stereotypical service roles, such as maids, servants, or doormen, were deemed 
appropriate by parents who had a more negative attitude (Sedlacek et al., 1973).
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Entering freshmen were surveyed in a study conducted by Martinez and Sedlacek 
(1982). Freshmen entering the University of Maryland College Park were given 
questionnaires to assess the climate of the campus, which was viewed in the political, 
racial, and personal context. A comparison of the attitudes of students surveyed in 1970 
with the attitudes of those surveyed in 1980 showed changes had occurred in the political 
and personal areas but very little had changed in racial attitudes during the decade.
Negative racial attitudes still prevailed. White college students in 1980 believed that being a 
racist was not the worst thing a person could be (Martinez & Sedlacek, 1982).
In a similar study of racial attitudes in 1982, Rutledge studied black and white 
students attending a small midwest undergraduate university. Data confirmed that racism 
did exist in that college but differed in regard to ethnic groups with black students being 
more negative about the campus than were white students. Data also suggested that racist 
policies and practices in higher education had not changed sufficiently to have an impact on 
the perceptions of students (Rutledge, 1982).
Students with negative racial attitudes are net alone in contributing to the racial 
climate of any university. Faculty are the center of the college experience, serving as role 
models for conduct, appropriateness, and values. Faculty impart knowledge, advice, 
insight, and inspiration. The natures of student/faculty interactions were important factors 
in the students' success or failure. Because of thek interactions with students, faculty are 
in a position to sway a student’s decision to remain in school (Harvey, 1991; Homette, 
1989).
Faculty play a role in establishing policies and decision making at an institution and 
may contribute to the perpetuation of racism. Silence on the part of the faculty, instead of 
vocal criticism of racism, conveys endorsement and protects the institution from 
unfavorable actions by political and economic organizations, influential individuals, and the 
public in general. Because of the need for constant public acceptance, faculty tend to not
'rock the boat." Some faculty members are convinced that when controversial issues such 
as racism arise, neutrality is the only acceptable policy in and out of the classroom (Harvey,
1991).
White racial identity attitudes of faculty were studied by Pope-Davis and Ottavi in 
1992. The study used the White Identity Attitude Scale and the New Racism Scale. These 
researchers found that the faculty members' racial identity attitudes could be used to 
forecast racial biases. Stereotyping and feelings of fear and anger toward blacks served as 
significant indicators of racism. The more intense these feelings were, the more likely that 
racist attitudes were present Men more than women experienced a high level of discomfort 
when interacting with blacks. The result of this discomfort is a strong desire to re-affiliate 
with persons of similar backgrounds (Pope-Davis & Ottavi, 1992),
The desire to re-affiliate is reflected in the "old boy's network" in which men with 
similar backgrounds work together. In higher education, white male department chairs 
usually head the "old boy's network." Rubin, Whaley, Mitchell, and Sharp (1984) stated 
that many of these networks practice "inadequate and deceiving recruiting policies, unequal 
promotion criteria, separate salary structures, and inherent prejudices against minorities 
and women" (p. 78). Institutions of higher education advertise vacancies nationally, but 
the "old boy's network" makes the final hiring decision. Positions offered by department 
heads to women or minorities often have lower salaries; when refused, the job goes to a 
white male at a significantly higher rate of pay. Also, positions are offered not on merit but 
to meet a need to fulfill affirmative action requirements. Noting these facts makes the offer 
degrading to women and minorities and often is unacceptable. Intentionally delaying the 
offer of employment to a minority person or woman until the selected candidate has 
accepted another offer is yet another tactic. Such actions keep the composition of the 
faculty from changing (Rubin et al„ 1984).
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Faculty, by their interactions with students and their role in setting institutional 
policies, greatly affect the climate of a campus (Ramirez & Thayer, 1989). Yet, they view 
issues of diversity as a student affairs matter and do not participate in campus life outside 
the classroom (Levine, 1991). Institutions usually fail to provide incentives for faculty 
members who work with minority students (Wehrly, 1988). Institutional policies generally 
dismiss student/faculty interaction as a hindrance to productive teaching and scholarship. 
Activities outside the classroom are not valued, and their legality is often questioned. Work 
with students is overlooked in workload, promotion, and tenure evaluations 
(Ramirez & Thayer, 1989).
Historically, minority students have been marginalized, devalued, and trivialized. 
They have been viewed as inferior and underprepared, approached as being deficient, and 
seen as second-class citizens by the faculty of institutions of higher education 
(Gilley & Hawkes, 1989; Hurtado, 1992; Nelson, 1987; Richardson & Skinner, 1990). 
The tendency of faculty is to set lower expectations for minority students than they do for 
white students (Brodie, 1992; Nelson, 1987; Richardson & Skinner, 1990; Sedlacek, 
1981). Anticipating too little too often soon becomes a self-fulfilling reality. Institutions 
that presume that minority students are capable of succeeding in higher education and 
concentrate efforts to ensure that success usually record a high minority retention and 
graduation rate (Sedlacek, 1981; Smith, 1990).
Minority students are stereotyped by society in general. Students encountering this 
stereotypical perspective find the experience humiliating and offensive (Wehrly, 1988). 
Some faculty and staff fail to recognize the individuality of minority students and assume 
that one student can speak for the entire group on different matters (Sedlacek, 1981; Stitt, 
1989). For example, faculty assume that one Native American student is able to speak for 
all tribes on policies, histories, traditions, and other issues (Stitt, 1989).
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This misconception was demonstrated by research done by Madrazo-Peterson and 
Rodriguez in 1978. The College Student Questionnaire and the Environmental Satisfaction 
Questionnaire were used to gather data. Many minority students stated that they had been 
singled out to express their views and those of their whole ethnic group, which emphasized 
feelings cf being different Animosity, discouragement and defenselessness were feelings 
that surfaced when minority students found themselves in this type of situation. Adding to 
these negative feelings was the realization that campus activities reflected only the needs of 
white students (Madrazo-Peterscn & Rodriguez, 1978).
AJlen and Niss (1990) found discrimination in their study of college classrooms. 
They recruited professors to permit voluntarily the taping of their 50-minute class sessions. 
They observed the sex bias identified by Sadker and Sadker (1986) as well as subtle 
negative reactions to minority students. Professors were critical of statements made by 
minority students, but statements by white students were acknowledged. The tone of voice 
used when addressing minority students was judged by both white and black students to be 
less warm than when conversing with white or foreign students. Professors tended to 
praise white students more than minority students. Both the black and the white students 
perceived discrimination against minority students (Allen & Niss, 1990).
In summary, the literature shows that racism is a problem on many college 
campuses. The following section presents a review c c studies conducted on campus 
climate by other researchers.
Studies on Campus Climate
The issues of racism and institutional climate have been the focus of several studies. 
Black and Hispanic students have been the target populations of a considerable number of 
studies of campus climate. Research involving Latinos and Asians continues to grow, but 
literature on American Indians is rare. Comparisons of different ethnic groups on the same
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campus are seldom reported (Loo & Robson, 1986; Madrazo-Peterson & Rodriguez, 1978; 
Smith, 1990).
The first studies on classroom and campus climate dealt with gender bias. These 
studies uniformly showed that male students receive preferential treatment over female 
students, regardless of the gender of the te th e r  (Hall & Sandler, 1982,1984;
Sadkcr & Sadker, 1986). From these studies came the interest in the racial climate in 
schools and on college campuses.
In 1987, Abraham compared the views of students on racial issues by replicating a 
study conducted in 1977 by the Southern Regional Educational Board. Both of these 
extensive studies included whites at predominantly white colleges, blacks at predominantly 
white colleges, whites at historically black colleges, and blacks at historically black 
colleges.
Data showed that white students at historically black colleges did not feel that they 
belonged there. Many felt the institution's personnel were not truly interested in retention 
of the white students. Similarly, black students at predominantly white institutions 
expressed feelings of isolation, alienation, and doubted institutional commitment to their 
success. Black students also sensed racial tension and experienced racial conflict at the 
hands of other students. Ignorance, insensitivity, and neglect were seen as factors that 
contributed to the conflict. Most students reported * .iat regardless of race and type of 
institution, communication among the groups was good. Student interactions with other 
groups included social activities, but interracial dating was not acceptable. Most students 
stated that while they saw some progress, there was more work to be done in the area of 
race relations. Many white students resented special programs for minority students. 
Minority students reported a lack of adequate counseling and advising. The sincerity of 
institutional recruitment of minority students was questioned by many students with blacks 
expressing the most concern (Abraham, 1990).
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Student perceptions in some areas of campus climate remained unchanged since the 
study conducted in 1977. The same problems of racism faced by students ten years earlier 
were present in the responses of the students in the 1987 study. Colleges and universities, 
whether historically black or predominantly white, had made little or no progress in 
addressing racial problems on their campuses (Abraham, 1990).
In 1992, Hurtado conducted a study of racial tension at several colleges. Data from 
his study showed that one in four students at all four-year institutions of higher education 
felt a high level of racial tension, and one in three students felt that type of tension on 
university campuses. Black students criticized the climate of their school more than did 
other groups of students. Blacks also noted a higher level of racial strife and viewed the 
college's commitment to diversity as low. Chicanos were less likely to see their institution 
as student centered. Students at public colleges felt more racial tension than did students at 
private four-year institutions. Students at Catholic institutions reported the least racial 
conflict and the least amount of suspicion between institutional personnel and minority 
students. A majority of the students stated that most faculty were responsive to the needs 
of minority students. These students also noted that ethnic-related courses reflected a 
minority perspective. Institutional commitment to diversity was consistent across all 
institutions. The priority for minority student recruitment was reported to be higher at 
public institutions than students at private institutions. Most students thought their 
institutions viewed the advancement of diversity as an important goal,
Hurtado concluded from this study that no one component of campus climate 
functioned to create racial tension. "It is a configuration of external influences (historical 
and contemporary), structural ch:. ucteristics of institutions and group relations, and 
institutionalized ideologies" (p. 564). All components must be addressed in order to 
prepare students to function in an increasingly multicultural world. Recommendations
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were made for further research on the different components of the campus racial climate 
and its effect on different ethnic groups (Hurtado, 1992).
In response to changing demographics of the population of California, University 
of California Los Angeles and Stanford conducted extensive studies of their campuses to 
identify the climate for diversity. These studies were partially in response to California's 
Master Plan for Higher Education, which called for the enrollment in dv* slate's institutions 
of higher education to reflect the ethnic composition of graduating classes of the state's 
secondary schools (Astin, Trevino, & Wingard, 1991).
At Stanford, data were compiled from university reports, documents, and data files 
as well as interviews with students, faculty, and staff. The ethnic groups included in the 
study were Asian Americans, blacks, Hispanics, American Indians, and whites.
Stanford researchers concluded that strong racial tensions existed among all groups 
and that all ethnic groups were appalled and disillusioned by the lack of understanding 
among people of different groups. Most white students at Stanford had had very little or 
no exposure or experience with minority groups. Most minorities had had significant 
interactions with whites but lacked exposure to other minority groups. Opportunities to 
learn about other minority histories, cultures, or social issues in and out of classes were 
limited and did not offset the general lack of understanding and experience. The different 
ethnic groups did interact socially, formed close friendships, and dated. Still, many 
minority students experienced alienation, a sense of not belonging, and stress. Not all 
minority students felt they had to downplay their strong ethnic and racial identity in order to 
fit in, but many did. The pressure to act as a spokesperson for their group was a source of 
tension for all minority students. Racism on the Stanford campus was mostly subtle and 
included questioning the academic qualifications of minority students, negative 
stereotyping, and telling ethnic jokes. Most minority students did not perceive majority 
white students as racially biased, but some blacks, Mexican Americans, and American
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Indians believed that whites were and were resentful of white students. White students, on 
the other hand, claimed "reverse discrimination" and resented minority students.
The Stanford Office of the Dean of Student Affairs (DOSA) had attempted to meet 
the needs of the minority students, but students in general were still critical of DOSA. The 
Stanford campus had four ethnic student centers and theme houses—the Asian American 
Activities Center, the Black Community Services Center, El Centro Chicano Center, and 
the Native American Cultural Center. Most students stated that they had visited the centers, 
but the majority of students felt that Stanford's efforts at promoting multicultural 
understanding were inadequate. Only 50% of the living space at the four ethnic theme 
houses was for minority students, and the white residents of these ethnic houses did not 
feel at home there. A majority of American Indians, blacks, and Mexican Americans felt 
that theme houses encouraged racial interactions, but whites and Asians felt the theme 
houses discouraged rather than promoted such interactions (Stanford University Committee 
on Minority Issues, 1989).
The study found that racial stereotyping had a negative impact on interactions 
between faculty and minority students at Stanford. The number of minority faculty 
members had increased, but most stated that they were expected to undertake more 
administrative and service tasks than was typical of other faculty in an effort to integrate 
minority students into the university community. Some minority students sought advisors 
of their ethnic group. As the number of minority students increased, so did their need for 
advisement, adding pressure on the few minority faculty. Most problems related to 
minority faculty occurred because of their low numbers (Stanford University Committee on 
Minority Issues, 1989). The majority of students surveyed indicated that the curriculum at 
Stanford did not teach students about the different ethnic groups and their contributions to 
this country. Students and faculty of all races agreed there was a need for more
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ethnic-focused courses at Stanford (Stanford University Committee on Minority Issues, 
1989).
The UCLA study was conducted by Astin et al. in 1991. Focus groups, forums, 
and meetings with individuals were held campus wide. In addition, three survey 
instruments were developed and administered to students, faculty, and staff. 
Underrepresented groups included African-Americans, Chicanos/Latinos, Filipinos, and 
American Indians.
Data showed that interactions between students of all ethnic groups were common, 
but a majority of the students felt that communication between all groups was inadequate. 
African-American and Pakistani/East Indian students had experienced racial discrimination 
or harassment at least occasionally. White, American Indian, and Cuban students were 
least likely to have had such experiences. African-Americans, Puerto Ricans, and 
Korean/Korean-Americans reported pressure from within their groups not to date or to 
socialize with members of other groups. Failure to participate in their own group activities 
resulted in some students being ousted from African-American, Chicano, and 
Pakistani/East Indian groups. Most minority students perceived that special interest groups 
on campus met the needs of their members, but three quarters of these students stated that 
such groups encouraged separatism. Over half of all the minority students belonged to 
their racial/ethnic student organizations, but they I* It that their elected leaders did not 
always reflect their views (Astin et al., 1991).
In an assessment of racial climate, Morris and Neal (1989) collected data from six 
predominantly white private institutions in the state of Illinois. Underrepresented groups 
included in this study were Asians/Pacific Islanders, American Indians/Alaskan Natives, 
blacks, Iiispanics, nonresident aliens, and whites (non-Hispanic). In tins study, the 
responses from Hispanics and American Indians/Alaskan Natives were too few to be given 
consideration in separate categories and were identified as "other." Participants responded
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on a 5-point Likert scale to a survey consisting of ten bipolar adjectives: relaxed-tense, 
friendly-hostile, cooperative-competitive, socially integrated-socially separated, 
communicative-reserved, concerned-indifferent, inclusive-exclusive, liberal-conservative, 
improving-worsening, harmonious-racist. A response of "1" or "2" pointed toward a 
positive description of the campus climate (e.g., friendly). A response of "4" or "5" 
pointed to a negative description (e.g., hostile). A response of "3" indicated neutrality.
The researchers concluded that there were significant differences in the perceptions 
of campus racial climate between minority students and white students. Minority students 
perceived that the racial harmony on their campuses was deteriorating. As a group, 
minority students perceived that their complete integration into the college environment was 
being hampered by an uncomfortable campus climate. Minority females expressed this 
feeling more strongly that did other subgroups in the study. On the other hand, white 
females strongly indicated that their college experiences were not affected by the campus 
racial climate. Minority students in general perceived the climate as exclusive, insensitive, 
conservative, worsening, and racist Minority females found the campus climate to be 
tense, hostile, competitive, socially separate, insensitive, worsening, and racist, with black 
females rating the climate as indifferent, exclusive, and insensitive. Minority males rated 
the climate as indifferent, exclusive, and conservative, with jlack males identifying the 
climate as socially separated, worsening, and racist. The racial campus climate for minority 
males seemed to worsen as they moved through the system as upperclassmen rated the 
climate worse than did lower classmen. Of the 11 items, "socially integrated-socially 
separated" generated the highest mean score, indicating that the participants viewed their 
campuses to be more socially separate than socially integrated. Responses from blacks 
were significantly higher than responses of whites on ten of the 11 items. The researchers 
concluded that there were significant differences between white and minority students in
73
their views of campus racial climate. However, the researchers cautioned against the data 
being used to generalize to the whole population of multiple purpose private institutions.
Huffman, in 1991, conducted a study on the experiences, perceptions, and 
consequences of campus racism among American Indian students at a small college in 
South Dakota. In his study, he used both quantitative and qualitative methods. To collect 
quantitative data, a survey instrument was administered about cultural, social, academic, 
and financial problems. To collect qualitative data, in-depth interviews were conducted to 
glean a better understanding of subjective perspectives related to the students’ college 
experiences.
Students reported experiencing different forms of racism and discrimination. There 
were no reports of physical attacks on students or their acquaintances, but over half of the 
participants had encountered disparaging remarks about Indians in general or racist remarks 
aimed at an individual. Name calling and racial slurs were the most common with 
non-Indian students the primary source of such racial conflict Some students encountered 
racism from campus administrative personnel, but professors were considered to be 
supportive and reasonable by Indian students.
A majority of the participants perceived that the campus was hostile. Feelings of 
"being an outsider" and unwelcomed by the college community in general were expressed. 
Also, students stated that they had been discriminated against at campus services and felt 
that non-Indian students viewed them with contempt. An early departure from college was 
often the outcome of racial conflict on the campus. Racism added to the many barriers, 
such as poor secondary preparation, lack of adequate financial aid, reluctance to leave 
family and friends, that American Indian students had to overcome, Indian students from 
the reservation were more likely to return home than non-reservation Indian students who 
were perhaps more assimilated. Numerous encounters of racism heightened feelings of 
isolation, alienation, and low self-esteem and incited a longing to return home.
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Some positive aspects were reported by two students. One student had lived her 
entire life in the city and described herself as an "urban Indian." She had developed some 
negative attitudes toward "reservation Indians." After experiencing some racial harassment 
for the first time in her life, she became involved in Indian student organizations and 
activities and gained a greater understanding and respect for her fellow Indians. Another 
student stated that her reliance on cultural traditions aided her to overcome campus racism 
and strengthened her already strong reliance on her traditions.
Conclusions of this study were that American Indian students on this campus 
shared a perception of hostility and uneasiness which added to the feelings of inadequacy, 
isolation, and negative attitudes toward college. These factors may result in poor academic 
performance and early departure (before graduation) from the institution. Racism, a factor 
m the development of many problems for Indian students, was at times difficult to identify 
and difficult to eradicate. The researcher recommended more research to gain a better 
understanding of campus racism and Indian students (Huffman, 1991).
Summary
In this chapter, a review of literature presented an historical perspective of Indian 
education, as well as an overview of the current situation in Indian education. Literature 
related to the concepts of culture and climate provided a background on the topic.
Literature that described research done by others was presented for comparison purposes. 
Chapter three describes methods used to carry out the present study.
CHAPTERm
METHODOLOGY
The purpose of this dy was to identify the campus racial climate as perceived by
American Indian stodents attending the University of North Dakota at Grand Forks, North 
Dakota. However, this study will have broader implications than just for North Dakota. 
This descriptive study will contribute to the background literature on campus climate by 
comparing the climate as identified by American Indian students at UND with the results of 
other campus climate studies that involved other minority groups.
Surrey Instruments
An extensive review of studies in which campus climate was assessed yielded a 
questionnaire developed by Dr. Leonard Morgan and used at the University of Wisconsin, 
Whitewater. This instrument was selected and adapted because it would provide data that 
would answer the research questions. (See Appendix A.) During a telephone 
conversation, Dr. Morgan revealed that no document based on the results of his study had 
been published. His data provided the basis for the development of a diversity plan for the 
university. He also stated that because this instrument was used for an institutional project, 
the reliability and vali dity of the instrument had not been established. For the present 
study, the instrument had face validity because it answered the research questions. A letter 
was written to Dr. Morgan requesting permission to use his instrument. This letter and Dr. 
Morgan's reply granting permission are included in Appendices B and C.
Some modifications to the Morgan instrument were necessary because it was 
developed to be used with students in general, not for American Indian students in 
particular. The UND Director of Native American Programs and two UND faculty
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members knowledgeable about Indian issues were consulted to ensure appropriateness and 
clarity of the questions and to assist in the rewording of some questions. Those consu sd 
considered the final version of the instrument to be straightforward, clear, and appro ate. 
The five open-ended questions in the original questionnaire were replaced by three ;w 
open-ended questions to provide the respondent an opportunity to identify local and 
additional issues.
In order to assess the overall climate at UND as perceived by American Indian 
students, a one half page questionnaire developed and used by the Center for Higher 
Education at Illinois State University was added. (See Appendix D.) Ira Neal was the 
assistant project administrator for the project in which this instrument v._ i. In a 
telephone conversation, he stated that the instrument was not copyrigh d and was available 
for anyone to use. Because the bipolar terms "liberal" a d "conservative" were ambiguous 
and added no information pertinent to the study, these terms were removed. No other 
changes were judged to be necessary in the Illinois instrument.
Participants
All students who had identified themselves as American Indian on UND records 
and were attending the University of North Dakota at Grand Folks, North Dakota, during 
the spring semester of 1994 were invited to participate in the study. UND has no specific 
definition of who is American Indian but relies on student self-identification on admission 
records. There arc many definitions of who is American Indian. Each tribe has its own 
definition, as do the Indian Health Services, the Bureau of Indian Affairs, Indian social 
services, and other organizations. The most common indicators are tribal affiliation or 
enrollment and degree of Indian blood. In the spring semester of 1994, 268 students had 
identified themselves as American Indian on official institutional records and so became 
participants in this study.
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In order to ensure that the data would provide answers to the research questions, 
the following groups of American Indian college students had to be represented: traditional 
college-age and older-than-average, undergraduate and graduate/professional, 
freshmen/sophomores and juniors/seniors, males and females, and students from different 
tribes. Participation in this study was voluntary. Approval for this study was obtained 
from the University of North Dakota Institutional Review Bcrrd before the study began.
Data Collection
A computer-generated list of self-identified Indian students was obtained from the 
UND Office of Institutional Research. This list contained the student's name, address, 
phone number (if any), class rank, college, gender, and date of birth. This information 
was entered into a data base and sorted by college, age, class rank, and gender.
A brief announcement of the study appeared in the February issue of the Native 
American Programs Newsletter. (See Appendix E.) An initial contact letter from the 
researcher announcing the study and inviting all self-identified American Indian students to 
participate was mailed in late February. (See Appendix F.) This letter was accompanied 
by a letter of support from Dr. Leigh Jeanotte, UND Director of Native American 
Programs. (See Appendix G.)
^ata collection began the first of March and concluded the first of April. A total of 
ten days spread over a four-week period was spent collecting data. Because past studies 
where efforts to contact American Indian students at UND by mail had been unsuccessful, 
the researcher decided to contact students personally rather than by mail. American Indian 
students at UND are difficult to reach because many of these students reside off campus, 
commute, and have no telephones. A return rate of 50% (134) was to be considered 
adequate.
The initial letter stated that follow-up telephone contacts would be made. The 
objective of these telephone calls was to give the students more information about the study
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and to ask for their participation. However, these calls proved to be too time consuming 
for the results they produced. Many students were not home, some phones were no longer 
in service, and some students were no longer at that number. After a week of minimal 
results, the calls were discontinued.
Five classes in the Indian Studies Department were identified as having large 
numbers of American Indian students. The classes included Readings and Research in 
Indian Studies, Chippewa History, Urban Indians, and two sections of Introduction to 
Indian Studies. The instructors of these classes were contacted, and they granted 
permission to survey the classes. On the agreed upon date, the researcher went to the 
class, handed out the surveys to the American Indian students, and collected the completed 
surveys. A total of 62 surveys was collected in this manner.
Permission was obtained from the Recruitment/Retention of American Indians into 
Nursing (RAIN) Project director to survey students involved with that project The 
researcher spent four days at the UND College of Nursing collecting data. A table was set 
up in the hall, and American Indian students coming to the RAIN Project office were 
invited to complete a survey. Twelve surveys were collected.
The director of Indians into Medicine (1NMED) gave his support to the study and 
granted permission for the researcher to spend time at the INMED offices in the UND 
School of Medicine. The researcher spent five days at the INMED library and the main 
office collecting data from students coming to the office or library. Sixteen surveys were 
collected.
The researcher attended meetings of Indian student organizations including the 
University of North Dakota Indian Association, the Initiative for Indians into Journalism, 
the 1NMED/RAIN Student Organization, and an organizational meeting for Indian business 
students. The meetings were well attended, but by this time many students had already 
responded to the survey. Twelve additional surveys were collected, however.
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Handing out surveys to students who said they would fill them out and return them 
later proved to be unreliable. Twenty surveys were handed out at a forum with President 
Kendall Baker and Indian students. None of the surveys was returned.
Time-Out Week is an annual event sponsored by the Indian student organizations 
and Indian programs on the UND campus. During the week-long activities, speakers, 
workshops, presentations, and other activities focus on American Indian issues. All 
activities are open to the public. The researcher spent all week at the Time-Out activities. 
Even though it was announced in the monthly Native American Newsletter (Appendix H) 
that the opportunity to participate in the study would be available throughout Time-Out 
Week, students did not rush to fill out surveys. Aggressive cleans on the part of the 
researcher were required. The researcher questioned students to identify Indian students 
who had not participated in the study. However, only four surveys were completed during 
the week. Activities of Time-Out Week end with a Wacipi (powwow). A table was set up 
at the powwow, but students were too busy with their activities to take time to fill out the 
survey. Gray one survey was completed at that time.
Knocking on doors of students' homes proved to the best method for collecting 
data. The data base showed that many American Indian students lived in the family student 
housing area on the northwest end of the campus. The researcher went to the student's 
home, asked for the student by name, asked him or her to complete the survey, and waited 
for the completed survey to be returned. When approached in this way by a fellow Native 
American, all students were very willing to participate. A few of the surveys were left with 
students to be retrieved later. Surveys not picked up by the researcher were never returned.
All American Indian students were encouraged to participate, but efforts were made 
to collect data from students in every college and from groups previously identified as 
necessary for answering the research questions. As students completed the questionnaires, 
t h # e i e  asked to sign their names on a separate sheet of paper. The list was used only
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for managing the data collection process and avoiding duplicates. No names or any other 
identification marks appeared on the questionnaires. The researcher used this list to ensure 
that all UND colleges were represented by comparing this list of names to the data base list. 
The same procedure was employed to ensure that all groups previously described as 
necessary to answer the research questions were included. Colleges and/or groups that 
showed low numbers became ‘he target of data collecting efforts. At the end of the data 
collection period, the Center -r Aerospace Sciences was the only college not represented.
A total of 134 students on the list of seif- identified American Indian students 
responded to the survey, in addition, 20 American Indian students not on the list 
responded to the survey, for a total of 154 usable surveys. For unknown reasons, these 
additional students had chosen not to identify themselves as American Indian on UND 
records. However, they did identify themselves as American Indian when the researcher 
stated that the study was for American Indian students only. Their tribal affiliation and 
their eligibility to participate in programs specifically for American Indian students, such as 
INMED and the RAIN Project, further confirmed their Indian background. Being an active 
member of American Indian student organizations such as the University of North Dakota 
Indian Association also confirmed their Indian background.
Statistical Treatment of the Data
Computer analysis of the data was conducted by the University of North Dakota 
Bureau of Educational Services and Applied Research. The statistical treatment of the data 
involved the use of the Statistical Package for the Social Sciences (SPSS-X) which 
provided frequencies and cross tabulation of the data. To respond to the statements on the 
main survey, participr nts marked 1 ,2 ,3 , or 4 on a Likert-type scale. A selection o f'T  " 
indicated "strong disagreement," "2” indicated "disagreement," "3" indicated "agreement," 
and "4" indicated "strong agreement" with the statements on the survey. For ease of 
management and analysis of the data for answering the first research question, tLe
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responses were collapsed into "disagree" and "agree" and the percentage of responses 
calculated for the two categories of responses.
The data were also treated with the t test because the study compared several sets of 
two groups for significant differences. For each subgroup, t tests were run on the means 
of the responses on a Likert-type scale. The .05 level of significance was used for this 
study.
In a second instrument used in the survey, American Indian students were asked to 
rate the climate at UND according to ten pairs of bipolar terms. A response of " 1" or "2" 
pointed toward a positive aspect of the climate (e.g., friendly). A response of "4" or "5" 
pointed to a negative aspect (e.g., hostile). A response of "3" indicated neutrality. To 
report the data to answer the first research question, the percentage of responses for each 
point on the Likert scale was calculated.
Using the numbers on the Likert scale, means of the responses on the second 
instrument were calculated for each pair of terms for all subgroups in the study. The t test 
was used to determine significant differences between the means for each subgroup on each 
set of bipolar adjectives.
For ease in presentation of the data collected on the main survey, the statements on 
the main survey were categorized into five sections: personnel, student interactions, 
programs and curriculum, extracurricular activities, and racial issues. "Personnel" deals 
with interactions with and perceived attitudes of administrators, faculty, and staff at UND 
toward American Indian students. "Student interactions" deals with interactions between 
Indian and non-Indian students on the UND campus. "Programs and curriculum" deals 
with programs and curriculum that affect American Indian students on the UND campus. 
"Extracurricular activities" deals with extracurricular activities on the UND campus and 
their relationship to American Indian students. "Racial issues" deals with racial issues on
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In this chapter, the methodology used for this study was presented. A description 
of the participants, the instruments, and the data collecting procedures was discussed. The 
methods of data analysis were also discussed. Chapter four will present the data and 
research findings.
CHAPTER IV
PRESENTATION OF THE DATA
The purpose of this study was to identify the campus racial climate as perceived by 
American Indian students attending the University of North Dakota at Grand Forks, North 
Dakota. However, this study will have broader implications than just for North Dakota. 
This descriptive study will contribute to the background literature on campus climate by 
comparing the climate as identified by American Indian students at UND with the results of 
other campus climate studies that involved other minority groups. This study was guided 
by the following question and related subquestions: What is the campus racial climate as 
perceived by American Indian students attending the University of North Dakota (UND) at 
Grand Forks, North Dakota?
• Are there differences between traditional college-age and older-than-average 
American Indian college students in their perceptions of the campus racial climate 
at UND?
• Are there differences between freshman/sophomore and junior/senior American 
Indian college students in their perceptions of the campus racial climate at UND?
• Are there differences between undergraduate and graduate/professional American 
Indian college students in their perceptions of the campus *<icial climate at UND?
• Are there differences between male and female American Indian college students 
in their perceptions of the campus racial climate at UND?
• Are there differences among American Indian college students in their 
perceptions of the campus racial climate at UND because of tribal affiliation?
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The data were collected from two surveys administered to American Indian students 
at UNO. In this chapter, data are organized and presented in three sections with the first 
section presenting the characteristics of the participants. The next section presents data 
related to the research questions. The final section is a discussion of the data. The 
students' responses to the open-ended questions are found in Appendix I.
Characteristics of the Participants
All 268 American Indian students who had identified themselves as American 
Indian on UND admission records were invited to participate in the study. One hundred 
thirty-four (50%) of these students responded to the survey. In addition, 20 American 
Indian students not identified as American Indian on UND records responded to the survey 
for a total of 154 participants. The ages of the participants ranged from 17 years old to 
over age 40, with 72 (47%) being traditional college-age students, 79 (51%) being 
older-than-average college students, and 3 (1.9%) not reporting their age. Thirty (19%) 
students were freshmen/sophomores, 79 (51%) students were juniors/seniors, 109 (71%) 
were undergraduate students, and 41 (27%) were graduate/professional students.
Forty-two (27%) male students and 74 (48%) female students took part in the study. Forty 
(26%) students did not report their gender probably because they did not see the question 
due to its placement on the survey. The participants represented 11 of the 12 UND 
colleges. (The Center for Aerospace Sciences was not represented in the study.) Eighteen 
different tribes from six states and Canada were represented If numbers do not total 154, 
participants in this study did not provide the information needed
Data on Table 1 indicate the tribal affiliation and the home states of the participants. 
For comparison purposes in this study, the tribes were categorized in two groups-North 
Dakota tribes (59%) and others (41%).
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Table 1
Reservation of Enrollment of Participants
State Reservation of enrollment n
North Dakota Turtle Mountain Chippewa 54
Three Affiliated Tribes 19
Standing Rock Sioux 7
Devils Lake Sioux 12
South Dakota Sisseton/Wahpeton Sioux 7
Rosebud Sioux 4
Crow Creek Sioux 3
Cheyenne River Sioux 2
Pine Ridge Sioux 3
Minnesota Red Lake Chippewa 6
White Earth Chippewa 4
Leech Lake Chippewa 3








Data Related to Research Questions
For the presentation of the data, the statements on the main survey were categorized 
into five sections: personnel, student interactions, programs and curriculum, 
extracurricular activities, and racial issues. "Personnel" deals with interactions with and 
perceived attitudes of administrators, faculty, and staff at UND toward American Indian 
students. "Student interactions" deals with interactions between Indian and non-Indian 
students on the UND campus. "Programs and curriculum" deals with programs and
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curriculum that affect American Indian students on the UND campus. "Extracurricular 
activities" deals with extracurricular activities on the UND campus and their relationship to 
American Indian students. "Racial issues" deals with racial issues on the UND campus and 
how they affect American Indian students. Tables of data are arranged according to these 
five categories for the research question and subquestions.
A second instrument was also used in the study to gather data from participants 
about the campus racial climate, at UND according to bipolar adjectives. The responses of 
the participants to this instrument are also presented for the research question and 
subquestions.
The main research question of this study asked, "What is the campus racial climate 
as perceived by American Indian students attending the University of North Dakota (UND) 
at Grand Forks, North Dakota?" Data on Tables 2 to 6 present percentage of "agree" and 
"disagree" responses for the survey statements according to the five sections into which the 
statements were categorized.
Data on Table 2 show that nearly all American Indian students agreed that UND 
needs to hire more American Indian faculty (99%) and that UND administrators, faculty, 
staff, and students who engage in racial harassment should be penalized (97%). At least 
80% of the students agreed that faculty at UND have graded them fairly, without regard to 
race/nationality (85%), that their interactions with UND administrators have been positive 
(85%), and that UND faculty treat them as if they belong here (80%). Nearly 70% of the 
students agreed that UND faculty create a classroom environment comfortable for all 
students (69%), and 63% of the students agreed that most UND faculty promote the 
concept of racial equality in the classroom. Over half of the students agreed that UND 
administrators, faculty, and staff are supportive of American Indian needs and concerns 
(54%), but less than half (46%) agreed that UND administrators, faculty, and staff take 
time, to listen to the concerns of American Indian students. Only 30% of the students
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agreed that UND administrators (29%) and faculty/staff (32%) are knowledgeable about 
racial and ethnic differences and similarities, and 66% agreed that many UND faculty and 
staff have difficulty relating to American Indian students.
Table 2
Student Responses Related to UND Personnel (All Students')
Statement n Agree Disagree
5. Many UND faculty and staff have difficulty 
relating to American Indian students. 153 101 (66%) 52(34%)
6. UND needs to hire more American Indian 
faculty. 154 152 (99%) 2 (1%)
8. Overall, UND faculty treat me as if I belong here. 152 121 (80%) 31(20%)
13. UND administrators, faculty, staff, and 
students who engage in racial harassment 
should be penalized. 153 148 (97%) 5 (3%)
19. In my opinion, faculty at UND have graded 
me fairly, without regard to race/nationality. 149 126(85%) 23 (15%)
20. My interactions with UND administrators 
have been positive. 145 123 (85%) 22 (15%)
31. UND faculty create a classroom environment 
comfortable for all students. 149 102(69%) 47 (31%)
35. Most UND faculty promote the concept of 
racial equality in the classroom. 149 94 (63%) 55 (37%)
43. UND administrators are knowledgeable about 
racial and ethnic differences and similarities. 149 43 (29%) 106(71%)
44. UND faculty/staff are knowledgeable about 
racial and ethnic differences and similarities. 150 48 (32%) 102 (68%)
45. UND administrators, faculty, and staff take 
time to listen to the concerns of American 
Indian students. 148 68(46%) 80(54%)
47. UND administrators, faculty, and staff are 
supportive of American Indian needs and 
concerns. 149 80(54%) 69 (46%)
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Data on Table 3 show that 90% of American Indian students agreed that the 
American Indian student experience differs greatly from that of the non-Indian student at 
UND. Over 80% of the students agreed that non-Indian students interact differently with 
Indian students than they do with other non-Indian students at UND (81%) and that there is 
a lack of communication among students of different races/nationalities at UND (81 %). 
Seventy percent of the students agreed that opportunities for cross-racial/cultural student 
interactions are limited at UND, and yet nearly 70% agreed that their social interactions 
frequently include members of different ethnic groups (68%). Over naif of the students 
agreed that the living environment in UND housing promotes cross-racial interactions 
(56%) and that students from various racial and ethnic backgrounds get along well at UND 
(55%).
Table3
Student Responses Related to Student Interactions (All Students)
Statement n Agree Disagree
15. Opportunities for cross-racial/cultural student 
interactions are limited at UND. 154 108 (70%) 46(30%)
22. There is a lack of communication among students 
of different races/nationalities at UND. 150 122(81%) 28(19%)
23. My social interactions frequently include members 
of different ethnic groups. 150 102 (68%) 48 (32%)
25. The living environment in UND housing 
promotes cross-racial interactions. 142 80(56%) 62 (44%)
36. The American Indian student experience differs 
greatly from that of the non-Indian student at 
UND. 152 137 (90%) 15 (10%)
40. Non-Indian students interact differently with 
Indian students than they do with other 
non-Indian students at UND. 151 122(81%) 29 (19%)
41. Students from various racial and ethnic 
backgrounds get along well at UND. 147 81 (55%) 66 (45%)
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Data on Table 4 show that nearly all American Indian students agreed that special 
programs should be designed to increase Indian student enrollment and retention at UND 
(99%), that programs should be implemented to help Indian students feel more comfortable 
at UND (97%), and that programs should be designed and implemented to sensitize 
administrators, faculty, staff, and students to racial issues (97%). Over 90% of the 
students agreed that more ethnic courses should be offered at UND (96%), that it is 
important for courses, whenever applicable, to include material or activities that represent 
multicultural perspectives (95%), that they would be interested in attending seminars, 
workshops, etc., designed to further their understanding of diverse ethnic or cultural 
groups (95%), and that each UND student should be required to take at least one ethnic 
course as part of the general education requirements (91%). Over three fourths of the 
students agreed that Indian programs at UND provide adequate help and guidance to Indian 
students (77%). However, 58% of the students agreed that Indian programs established to 
aid Indian students are frequently viewed as being of little value. Sixty percent of the 
students agreed that UND offers a variety of multicultural events and programs for its 
students.
Data on Table 5 show that almost all American Indian students agreed that there is a 
need for greater interaction between American Indian student organizations and other 
student organizations (95%). Slightly more than half of the students agreed that there are 
equal opportunities for students of all racial backgrounds to hold leadership positions in 
UND clubs and organizations (54%). Over 30% of the students agreed that job 
opportunities are proportionately distributed among minority and non-minority students 
(38%) and that American Indian students are encouraged by administrators, faculty, and 
staff to participate in extracurricular activities (35%). Less than 20% of the students agreed 
that American Indian students are adequately represented in campus-wide activities (18%) 
and are adequately represented in student government at UND (12%).
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Table 4
SrodenLKg^BQnsea.Related to Programs and Curriculum (All Students')
Statement n Agree Disagree
9. Special programs should be designed to increase 
Indian student enrollment and retention at UND. 153 151 (99%) 2 (1%)
10. Programs should be implemented to help Indian 
students feel more comfortable at UND. 153 149 (97%) 4 (3%)
11. Programs should be designed and implemented to 
sensitize administrators, faculty, staff, and 
students to racial issues. 154 149 (97%) 5 (3%)
16. Each UND student should be required to take at 
least one ethnic course as part of the general 
education requirements. 151 138(91%) 13 (9%)
27. It is important for courses, whenever applicable, 
to include material or activities that represent 
multicultural perspectives. 150 142(95%) 8 (5%)
28. I would be interested in attending seminars, 
workshops, etc., designed to further my 
understanding of diverse ethnic or cultural 
groups. 149 141 (95%) 8 (5%)
33. Indian programs at UND provide adequate 
help and guidance to Indian students. 151 116(77%) 35 (23%)
39. UND programs established to aid Indian 
students are frequently viewed as being of 
little value. 146 85 (58%) 61 (42%)
42. UND offers a variety of multicultural events 
and programs for its students. 152 91(60%) 61 (40%)
46. More ethnic courses should be offered at UND. 151 145 (96%) 6 (4%)
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Table 5
S.m(kni.RgSPOnsssJRslated to Extracurricular Activities (All Students!
Statement n Agree Disagree
24. There is a need for greater interaction between 
American Indian student organizations and other 
student organizations. 149 142(95%) 7 (5%)
26. There are equal opportunities for students of all 
racial backgrounds to hold leadership positions in 
UND clubs and organizations, such as Residence 
Assistant, Orientation Leaders, etc. 143 77 (54%) 66(46%)
29. American Indian students are adequately represented 
in student government at UND. 150 18 (12%) 132 (88%)
30. American Indian students are adequately represented 
in campus-wide activities. 150 27 (18%) 123 (82%)
32. American Indian students are encouraged by 
administrators, faculty, and staff to participate, in 
extracurricular activities. 147 52 (35%) 95 (65%)
34. Job opportunities at UND are proportionately 
distributed among minority and non-minority 
students. 143 54 (38%) 89 (62%)
Data on Table 6 show that over 90% of American Indian students agreed that the 
racial climate on a college campus does influence a student's choice of which college to 
attend (91%). Over 80% of the students agreed that racial concerns should be given high 
priority at UND (88%) and that racial problems are visible on the UND campus (84%). 
Over three fourths of the students agreed that they had witnessed or experienced negative 
racial remarks on the UND campus (77%) and had witnessed or experienced racial 
discrimination on the UND campus (76%). Sixty-five percent of the students agreed that 
they had witnessed or experienced negative remarks by students in the classroom at UND 
(65%), and 39% agreed that they had witnessed or experienced negative racial remarks by 
faculty in the classroom at UND. Sixty-five percent of the students agreed that the UND
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environment does not encourage a sense of belonging for its Indian students, and 55% 
agreed that Indian students at UND feel pressure from their group to socialize mainly 
within the group. One third of the students agreed that racial issues are given high priority 
at UND. Less than 20% of the students agreed that Indian students are given preferential 
treatment on the UND campus (19%) and that they are concerned about their physical 
safety on the UND campus (16%).
Table 6
Student ResixmsesLRelated to Racial Issues (All Students!
Statement n Agree Disagree
7. Racial problems are visible on the UND campus. 154 129 (84%) 25 (16%)
12. The racial climate on a college campus does 
influence a student’s choice of which college to 
attend. 154 140(91%) 14 (9%)
14. Indian students are given preferential treatment on 
the UND campus. 152 29 (19%) 123 (81%)
17. Racial concerns are given high priority at UND. 150 49 (33%) 101 (67%)
18. I have witnessed or experienced racial 
discrimination on the UND campus. 148 112(76%) 36(24%)
21. I have witnessed or experienced negative racial 
remarks by faculty in the classroom at UND. 150 58 (39%) 92(61%)
37. UND environment does not encourage a sense of 
belonging for its Indian students. 150 97 (65%) 53 (35%)
38. Indian students at UND feel pressure from their 
group to socialize mainly within the group. 150 82 (55%) 68 (45%)
48. I have witnessed or experienced negative racial 
remarks by students in the classroom at UND. 149 97 (65%) 52 (35%)
49. 1 have witnessed or experienced negative racial 
remarks on campus at UND. 151 116(77%) 35 (23%)
50. I am concerned about my physical safety on the 
UND campus. 153 25 (16%) 128 (84%)
51. Racial concerns should be given high priority at 
UND. 152 134 (88%) 18 (12%)
The majority of the students rated the campus climate at UND in the middle of the 
scale ("3") on almost all the paired adjectives with a tendency toward the more negative 
("4" and "5”) end, At least half of the students marked "4" and "5" on insensitive (64%), 
worsening (53%), racist (53%), and hostile (50%). Less than half of the students marked 
"4" and "5” on reserved (49%), indifferent (43%), exclusive (43%), socially separated 
(33%), tense (26%), and competitive (23%).
On the other hand, less than 30% of the students marked "1" and ”2" on relaxed 
(29%), cooperative (23%), concerned (21%), and socially integrated (21%). Fifteen 
percent or less of the students marked "1" and "2” on communicative (15%), harmonious 
(13%), inclusive (10%), friendly (10%), improving (9%), and sensitive (8%).
The first subquestion asked, "Are there differences between traditional college-age 
and older-than-average American Indian college students in their perceptions of the campus 
racial climate at UND?" Data on Tables 8 to 12 present /-test values to indicate significant 
differences between the responses from traditional college-age and older-than-average 
students to statements related to campus climate.
Data on Table 8 show seven significant differences between the mean responses 
from traditional college-age and the mean responses from older-than-average American 
Indian college students to statements related to UND personnel. On the statement, "Many 
UND faculty and staff have difficulty relating to American Indian students," the mean 
response of the older-than-average students was significantly higher than the mean 
response of die traditional college-age students (p<.05), indicating a higher level of 
agreement with the statement by the older-than-average students. On the statement, "UND 
needs to hire more American Indian faculty," the mean response of the older-than-average
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Data on Table 7 show responses to the bipolar adjectives on the second survey
instrument. The scale was set so that lower numbers corresponded to the more positive
adjectives and higher numbers corresponded to the more negative adjectives.
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Socially integrated 146 4(3%) 25.(18%) 66(45%) 46(30%) 5 (3%) Socially separated
Cooperative 147 4(3%) 32(20%) 78(53%) 29(20%) 4 (3 %) Competitive
Concerned 149 2(1%) 30(20%) 53(36%) 36(24%) 28(19%) Indifferent
Sensitive 150 2(1%) 11 (7%) 42.(28%) 51 (34%) 44(30%) Insensitive
Harmonious 149 1(1%) 18 (12%) 50(34%) 60(40%) 20(13%) Racist
Communicative 149 2(1%) 21 (14%) 52(35%) 43 (29%) 31 (20%) Reserved
Inclusive 149 4(3%) 11 (7%) 69(46%) 45(30%) 20(13%) Exclusive
Improving 153 8(2%) 11 (7%) 55(37%) 48(32%) 31 (21%) Worsening
Relaxed 146 8(6%) 34 (23%) 66(45%) 22(15%) 16(11%) Tense
Friendly 149 2(1%) 14 (9%) 58 (39%) 54(36%) 21 (14%) Hostile
'O-t-
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students was significantly higher than the mean response of the traditional college-age 
students (p<.05), indicating a higher level of agreement with the statement by the 
older-than-average students. On the statement, "In my opinion, faculty at UND have 
graded me fairly, without regard to race/nationality," the mean response of the traditional 
college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional college-age students. On the statement, "UND faculty create a 
classroom environment comfortable for all students," the mean response of the traditional 
college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional college-age students. On the statement, "Most UND faculty 
promote the concept of racial equality in the classroom," the mean response of the 
traditional college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional college-age students. On the statement, "UND administrators 
are knowledgeable about racial and ethnic differences and similarities," the mean response 
of the traditional college-age students was significantly higher than the mean response of 
the older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional college-age students. On the statement, "UND facuity/staff are 
knowledgeable about racial and ethnic differences and similarities," the mean response of 
the traditional college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with die 
statement by the traditional college-age students.
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5. Many UND faculty and staff have 
difficulty relating to American 
Indian students. 2.76 3.03 -2.09 .038*
6. UND needs to hire more American 
Indian faculty. 3.52 3.74 -2.53 .012*
8. Overall, UND faculty treat me as 
if I belong here. 2.91 2.87 .44 .669
13. UND administrators, faculty, staff, 
and students who engage in racial 
harassment should be penalized. 3.55 3.65 -1.02 .311
19. In my opinion, faculty at UND 
have graded me fairly without 
regard to race/nationality. 3.13 2.87 2.47 .015*
20. My interactions with UND 
administrators have been positive. 2.98 2.87 1.00 .317
31. UND faculty create a classroom 
environment comfortable for all 
students. 2.77 2.52 2.46 .015*
35. Most UND faculty promote the 
concept of racial equaility in the 
classroom. 2.79 2.45 3.26 .001*
43. UND administrators ate 
knowledgeable about racial and 
ethnic differences and similarities. 2.31 2.02 2.53 .012*
44. UND faculty/staff are 
knowledgeable about racial and 
ethnic differences and similarities. 2.33 2.06 2.54 .012*
45. UND administrators, faculty, and 
staff take time to listen to the 
concerns of American Indian students. 2.34 2.37 -.27 .786
47. UND administrators, faculty, and 
staff are supportive of American 
Indian needs and concerns. 2.52 2.45 .57 .567
a II to n = 1 9 *p<.05
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Data on Table 9 show one significant difference between the mean responses from 
traditional college-age and the mean responses from older-than-average American Indian 
college students to statements related to student interactions. On the statement, "Students 
from various racial and ethnic backgrounds get along well at UND," the mean response of 
the traditional college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional coliege-age students.
Data on Table 10 show one significant difference between the mean responses from 
traditional college-age and the mean responses from older-than-average American Indian 
college students to statements related to programs and curriculum. On the statement, 
"Indian programs at UND provide adequate help and guidance to Indian students," the 
mean response of the traditional college-age students was significantly higher than the mean 
response of the older-than-average students (p<.05), indicating a higher level of agreement 
with the statement by the traditional college-age students.
Data on Table 11 show two significant differences between the mean responses 
from traditional college-age and the mean responses from older-than-average American 
Indian college students to statements related to extracurricular activities. On the statement, 
"American Indian students are encouraged by administrators, faculty, and staff to 
participate in extracurricular activities," the mean response of the traditional college-age 
students was significantly higher than the mean response of the older-than-average students 
(p<.05), indicating a higher level of agreement with the statement by the traditional 
college-age students. On the statement, "Job opportunities at UND are proportionately 
distributed among minority and non-minority students," the mean response of the 
traditional college-age students was significantly higher than the mean response of the 
older-than-average students (p<.05), indicating a higher level of agreement with the 
statement by the traditional college-age students.
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Table 9




mean mean t Prob
15. Opportunities for
cross-racial/cultural student
interactions are limited at UND. 2.91
22. There is a lack of communication
among students of different 
races/naticnalities at UND. 2.77
23. My social interactions frequently 
include members of different
ethnic groups. 2.70
25. The living environment in UND 
housing promotes cross-racial 
interactions. 3.31
36. The American Indian student 
experience differs greatly from 
that of the non-Indian student 
at UND. 3.23
40. Non-Indian students interact 
differently with Indian students 
than they do with other
non-Indian students at UND. 3.04
41. Students from various racial and 
ethnic backgrounds get along








n = 72 n = 79 *p<.05
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Table 10







9. Special programs should be
designed to increase Indian student 
enrollment and retention at UND. 3.52 3.69 -1.31 .194
10. Programs should be implemented 
to help Indian students feel more 
comfortable at UND. 3.51 3.55 -.41 .680
11. Programs should be designed and 
implemented to sensitize 
administrators, faculty, staff, and 
students to racial issues. 3.47 3.59 -1.34 .182
16. Each UND student should be 
required to take at least one ethnic 
course as part of the general 
education requirements. 3.44 3.42 .19 .853
27. It is important for courses, 
whenever applicable, to include 
materia] or activities that represent 
multicultural perspectives. 3.25 3.43 -1.86 .064
28. I would be interested in attending 
seminars, workshops, etc., 
designed to further my understanding 
of diverse ethnic or culture groups. 3.22 3.37 -1.53 .128
33. Indian programs at UND provide 
adequate help and guidance to 
Indian students. 3.13 2.71 3.31 .OOP
39. UND programs established to aid 
Indian students are frequently 
viewed as being of little value. 2.59 2.73 -1.02 .308
42. UND offers a variety of
multicultural events and programs 
for its students. 2.69 2.56 1.36 .176
46. Mere ethnic courses should be 
offered at UND. 3.31 3.36 -.46 .649
n = 72 n = 79 *pc.G5
1 0 0
Student Responses RslatedMExtracunicular Activities (Traditional College-age 




mean mean t Prob
24. There is a need for greater 
interaction between American 
Indian student organizations and 
other student organizations. 3.31
26. There are equal opportunities for 
students of all racial backgrounds 
to hold leadership positions in 
UND clubs and organizations, 
such as Residence Assistant,
Orientation Leaders, etc. 2.S6
29. American Indian students are
adequately represented in student 
government at UND. 1.84
30. American Indian students are 
adequately represented in
campus-wide activities. 1.95
32. American Indian students are 
encouraged by administrators, 
faculty, and staff to participate 
in extracurricular activities. 2.32
34. Job opportunities at UND are 
proportionately distributed among 








n = 72 n = 79 *p<.05
Data on Table 12 show no significant differences between the mean responses from 
traditional college-age and the mean responses from older-than-average American Indian 
college students to statements related to racial issues.
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7. Racial problems are visible on the 
UND campus. 3.13 3.18 -.45 .655
12. The racial climate on a college 
campus does influence a student's 
choice of which college to attend. 3.34 3.29 .48 .632
14. Indian students are given 
preferential treatment on the UND 
campus. 2.17 1.98 1.83 .070
17. Racial concerns are given high 
priority at UND. 2.19 2.17 .13 .897
18. I have witnessed or experienced 
racial discrimination on the UND 
campus. 3.17 2.96 1.52 .138
21. I have witnessed or experienced 
negative racial remarks by faculty 
in the classroom at UND. 2.27 2.48 -1.54 .125
37. UND environment does not 
encourage a sense of belonging 
for its Indian students. 2.81 2.84 -.22 .824
38. Indian students at UND feel 
pressure from their group to 
socialize mainly within the group. 2.68 2.75 -.61 .545
48. I have witnessed or experienced 
negative racial remarks by students 
in the classroom at UND. 2.89 2.83 .44 .661
49. I have witnessed cx experienced 
negative racial remarks on campus 
at UND. 3.11 3.07 .32 .767
50. I am concerned about my physical 
safety on the UND campus. 1.95 1.98 -.34 .735
51. Racial concerns should be given 
high priority at UND. 3.36 3.35 .06 .956
n = 72 n = 79 *p<.05
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Data on Table 13 show the significant differences between the mean responses from 
traditional college-age and the mean responses from older-than-average American Indian 
college students on the bipolar adjectives. Larger means indicate the group response tended 
to be more negative. Data show four significant differences between the mean responses 
from traditional college-age and the mean responses from older-than-average American 
Indian college students in their rating of the campus climate at UND. The significant 
differences were found in the following climate characteristics: cooperative-competitive, 
communicative-reserved, concerned-indifferent, and sensitive-insensitive. For all 
characteristics where significant differences occurred, the older-than-average students' 
responses were more negative than those of the traditional college-age students.
The second subquestion asked, "Are there differences between 
freshman/sophomore and junior/senior American Indian college students in their 
perceptions of the campus racial climate at UND?" Data on Tables 14 to 18 present f-test 
values to indicate significant differences between responses from freshman/sophomore and 
junior/senior students to statements related to campus climate.
Data on Table 14 show two significant differences between the mean responses 
from freshman/sophomore and the mean responses from junior/senior American Indian 
college students to statements related to UND personnel. On the statement, "Many UND 
faculty and staff have difficulty relating to American Indian students," the mean response of 
the junior/senior students was significantly higher than the mean response of the 
freshman/sophomore students (p<.05), indicating a higher level of agreement with the 
statement by the junior/senior students. On the statement, "UND needs to hire more 
American Indian faculty," the mean response of the junior/senior students was significantly 
higher than the mean response of the freshman/sophomore students (p<.05), indicating a 
higher level of agreement with the statement by the junior/senior students.
Table 13





mean n t Prob
Serially integrated 3.74 70 3.90 76 -1.01 .314 Socially separated
Cooperative 3.12 70 3.60 76 -2.84 .005* Competitive
Concerned 3.24 70 3.78 76 -3.40 .001* Indifferent
Sensitive 3.37 70 3.82 76 -2.93 .004* Insensitive
Harmonious 3.50 70 3.52 76 -.18 .860 Racist
Communicative 3.28 70 3.73 76 -3.13 .002* Reserved
Inclusive 3.32 70 3.53 76 -1.45 .148 Exclusive
Improving 2.89 69 3.10 74 -1.23 .220 Worsening
Relaxed 3.18 69 3.14 75 .28 .777 Tense












5. Many UND faculty and staff have 
difficulty relating to American 
Indian students. 2.55 3.02 -2.84 .005*
6. UND needs to hire more American 
Indian faculty. 3.40 3.68 -2.67 .009*
8. Overall, UND faculty treat me as if 
I belong here. 2.91 2.84 .57 .573
13. UND administrators, faculty, staff, 
and students who engage in racial 
harassment should be penalized. 3.60 3.53 .48 .635
19. In my opinion, faculty at UND have 
graded me fairly without regard to 
racc/nationi lity. 3.00 2.98 .13 .894
20. My interactions with UND
administrators have been positive. 2.86 2.98 -.93 .353
31. UND faculty create a classroom 
environment comfortable for all 
students. 2.76 2.67 .68 .496
35. Most UND faculty promote the 
concept of racial equality in the 
classroom. 2.73 2.61 .85 .397
43. UND administrators are knowledgeable 
about racial and ethnic differences and 
similarities. 2.33 2.09 1.65 .102
44. UND faculty/staff are knowledgeable 
about racial and ethnic differences and 
similarities. 2.33 2.15 1.19 .237
45. UND administrators, faculty, and staff 
take time to listen to the concerns of 
American Indian students. 2.21 2.35 -.84 .400
47. UND administrators, faculty, and staff 
are supportive of American Indian 
student needs and concerns. 2.48 2.41 .47 .637
n = 30 n = 79 *p<.05
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Data on Table 15 show two significant differences between the mean responses 
bom freshman/sophomore and the mean responses from junior/senior American Indian 
college students to statements related to student interactions. On the statement, 
"Opportunities for cross-racial/cultural student interactions are limited at UND," the mean 
response of the junitrl, m * students was significantly higher than the mean response of 
the freshman/sophc^ students (p<.05), indicating a higher level of agreement with the 
statement by the junior/senior students. On the statement, "The American Indian student 
experience differs greatly from that of the non-Indian student at UND," the mean response 
of the junior/senior students was significantly higher than the mean response of the 
freshman/sophomore students (p<.05), indicating a higher level of agreement with the 
statement by the junior/senior students.
Data on Table 16 show two significant differences between the mean responses 
from freshman/sophomore and the mean responses from junior/senior American Indian 
college students to statements related to programs and curriculum. On the statement, "It is 
important for courses, whenever applicable, to include material or activities that represent 
multicultural perspectives," the mean response of the junior/senior students was 
significantly higher than the mean response of the freshman/sophomore students (p<.05), 
indicating a higher level of agreement with the statement by the junior/senior students. On 
the statement, "I would be interested in attending seminars, workshops, etc., designed to 
further my understanding of diverse ethnic or cultural groups," the mean response of the 
junior/senior students was significantly higher than the mean response of the 
freshman/sophomore students (p<05), indicating a higher level of agreement with the 
statement by the junior/senior students.
Data on Table 17 show no significant differences between the mean responses from 
freshman/sophomore and the mean responses from junior/senior American Indian college 
students to statements related to extracurricular activities.
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interactions are limited at UND. 2.70 3.01 -2.07 .041*
23. My social interactions frequently 
include members of different ethnic 
groups. 2.76 2.86 -.60 .553
25. The living environment in UND 
housing promotes cross-racial 
interactions. 2.76 2.54 1.37 .174
36. The American Indian student 
experience differs greatly from that 
of the non-Indian student at UND. 3.06 3.41 -2.46 .016*
40. Non-Indian students interact
differently with Indian students than 
they do with other non-Indian 
students at UND. 3.01 3.02 -.39 .698
41. Students from various racial and 
ethnic backgrounds get along well 
at UND. 2.68 2.51 1.18 .242
n = 30 n = 79 *p<.05
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9. Special programs should be designed 
to increase Indian student enrollment 
and retention at UND. 3.56 3.55 .08 .933
10. Programs should be implemented to 
help Indian students feel more 
comfortable at UND. 3.56 3.54 .19 .852
11. Programs should be designed and 
implemented to sensitize 
administrators, faculty, staff, and 
students to racial issues. 3.40 3.59 -1.77 .077
16. Each UND student should be 
required to take at least one ethnic 
course as pan of the general 
education requirements. 3.33 3.57 -1.83 .069
27. It is important for courses, whenever 
applicable, to include material or 
activities that represent multicultural
perspectives. 3.10 3.44 -2.85 .005*
28. I would be interested in attending 
seminars, workshops, etc., designed 
to further my understanding of diverse 
ethnic or culture groups. 3.13 3.40 -2.32 .022*
33. Indian programs at UND provide 
adequate help and guidance to Indian 
students. 3.06 2.92 .65 .517
39. UND programs established to aid 
Indian students are frequently viewed 
as being of little value. 2.65 2.67 -.16 .874
42. UND offers a variety of multicultural 
events and programs for its students. 2.76 2.50 1.80 .074
46. More ethnic courses should be offered 
at UND. 3.23 3.39 -1.35 .181
n = 30 n = 79 *p<.05
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24. There Ls a need for greater interaction 
between American Indian student 
organizations and other student 
organizations. 3.33 3.41 -.62 .535
26. 1. ere are equal opportunities for 
students of all racial backgrounds to 
hold leadership positions in UND 
ciubs and organizations, such as 
Residence Assistant, Orientation 
Leaders, etc. 2.63 2.24 1.19 .238
29. American Indian students are 
adequately represented in student 
government at UND. 1.83 1.72 .75 .454
30. American Indian students are 
adequately represented in 
campus-wide activii .-es. 2.06 1.79 1.70 .091
32. American Indian students are 
encouraged by administrators, 
faculty, and staff to participate in 
extracurricular activities. 2.20 2.11 .53 .598
34. Job opportunities at UND are 
proportionately distributed among 
minority and non-minority students. 2.31 2.17 .90 .373
n = 30 n = 79 *p<.05
Data on Table 18 show two significant differences between the mean responses 
from freshman/sophomore and the mean responses from junior/senior American Indian 
college students to statements related to racial issues. On the statement, "Racial concerns 
are given high priority at UND," the mean response of the freshman/sophomore students 
was significantly higher than the mean response of the junior/senior students (p<.05),
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indicating a higher level of agreement with the statement by the freshman/sophomore 
students. On the statement, "UND environment does not encourage a sense of belonging 
for its Indian students," the mean response of the junior/senior students was significantly 
higher than the mean response of the freshman/sophomore students (p<.05), indicating a 
higher level of agreement with the statement by the junior/senior students.
Data on Table 19 show the significant differences between the mean responses from 
freshman/sophomore and the mean responses from junior/senior American Indian college 
students on the bipolor adjectives. Larger means indicate the group responses tended to be 
more negative. Data show no significant differences between the mean responses from 
freshman/sophomore and the mean responses from junior/senior American Indian college 
students in their rating of the campus climate at UND.
The third subquestion asked, "Are there differences between undergraduate and 
graduate/professional American Indian college students in their perceptions of the campus 
racial climate at UND?" The data on Tables 20 to 24 present f-test values to indicate 
significant differences between the responses from undergraduate and 
graduate/professional students to statements related to campus climate.
Data on Table 20 show no significant differences between the mean responses from 
undergraduate and the mean responses from graduate/professional American Indian college 
students to statements related to UND personnel.
Data on Table 21 show no significant differences between the mean responses from 
undergraduate and the mean responses from graduate/professional American Indian college 
students to statements related to student interactions.
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7. Racial problems are visible on the 
UND campus. 3.06 3.22 -1.08 .282
12. The racial climate on a college 
campus does influence a student's 
choice of which college to attend. 3.10 3.34 -1.58 .117
14. Indian students are given
preferential treatment on the UND 
campus. 2.10 2.06 .28 .784
17. Racial concerns are given high 
priority at UND. 2.46 2.08 2.20 .030*
18. I have witnessed or experienced 
racial discrimination on the UND
campus. 2.86 3.14 -1.55 .125
21. I have witnessed or experienced 
negative racial remarks by faculty in 
the classroom at UND. 2.23 2.46 -1.28 .205
37. UND environment does not encourage 
a sense of belonging for its Indian 
students. 2.43 3.00 -3.29 .001*
38. Indian students at UND feel pressure 
from their group to socialize mainly 
within the group. 2.46 2.72
00r~<1 .141
48. I have witnessed or experienced 
negative racial remarks by students 
in the classroom UND. 2.83 2.85 -.01 .991
49. I have witnessed or experienced 
negative racial remarks on campus 
at UND. 3.05 3.10 -.29 .770
50. I am concerned about my physical 
safety on the UND campus. 1.90 2.05 -1.07 .289
51. Racial concerns should be given 
high priority at UND. 3.20 3.43 -1.46 .147
oro1!C n = 79 *p<.05
Table 19





mean n t Prob
Socially integrated 3.66 30 3.87 78 -.98 .331 Socially separated
Cooperative 3.33 30 3.34 78 -.06 .955 Competitive
Concerned 3.34 30 3.61 78 -1.13 .261 Indifferent
Sensitive 3.50 30 3.73 78 -1.14 .259 Insensitive
Harmonious 3.33 30 3.01 78 -1.42 .168 Racist
Communicative 3.36 30 3.64 78 -1.41 .161 Reserved
Inclusive 3.30 30 3.38 78 -.89 .928 Exclusive
Improving 2.73 30 3.14 77 -1.94 .060 Worsening
Relaxed 3.03 30 3.27 77 -1.34 .183 Tense











5. Many UND faculty and staff have 
difficulty relating to American 
Indian students. 2.89 2.87 .11 .911
6. UND needs to hire mote American 
Indian faculty. 3.60 3.70 -1.09 .278
8. Overall, UND faculty treat me as if 
I belong here. 2.88 3.09 -1.58 .125
13. UND administrators, faculty, staff, 
and students who engage in racial 
harassment should be penalized. 3.55 3.70 -1.43 .155
19. In my opinion, faculty at UND have 
graded me fairly without regard to 
race/nationality. 2.96 3.09 -.93 .356
20. My interactions with UND
administrators have been positive. 2.95 2.98 -.30 .356
31. UND faculty create a classroom 
environment comfortable for all 
students. 2.70 2.54 1.44 .151
35. Most UND faculty promote the 
concept of racial equality in the 
classroom. 2.99 2.74 1.67 .096
43. UND administrators are
knowledgeable about racial and 
ethnic differences and similarities. 2.16 2.20 -2 1 .794
44. UND faculty/staffare
knowledgeable about racial and 
ethnic differences and similarities. 2.21 2.18 .19 .851
45. UND administrators, faculty, and 
staff take time to listen to the 
concerns of American Indian 
students. 2.32 2.48 -1.1.6 .246
47. UND administrators, faculty, and 
staff ate supportive of American 
Indian student needs and concents. 2.43 2.62 -1.50 .135
n -  109 n = 41 *p<.05
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interactions are limited at UND. 2.92 2.88 .36 .722
23. My social interactions frequently 
include members of different ethnic 
groups. 2.84 2.79 .33 ,742
25. The living environment in UND 
housing promotes cross-racial 
interactions. 2.61 2.46 1.02 .308
36. The American Indian student
experience differs greatly from that 
of the non-Indian student a: UND. 3.31 3.36 -.48 .634
40. Non-Indian students interact 
differently with Indian students 
than they do with other non-Indian 
students at UND. 3.06 3.13 .51 .612
41. Students from various racial and 
ethnic backgrounds get along well 
at UND. 2.56 2.51 .44 .660
n = 109 n = 41 *p<.05
Data on Table 22 show one significant difference between the mean responses from
undergraduate and the mean responses from graduatc/professional American Indian college 
students to statements related to programs and curriculum. On the statement, "Each UND 
student should be required to take at least one ethnic course as part of their general 
education requirements/’ the mean response of undergraduate students was significantly 
higher than the mean response of the graduate/professional students (pc.05), indicating a 
higher level of agreement with the statement by the undergraduate students.
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9. Special programs should be designed 
to increase Indian student enrollment 
and retention at UND. 3.56 3.62 -.64 .520
10. Programs should be implemented to 
help Indian students feci mare 
comfortable at UND. 3.55 3.45 .97 .332
11. Programs should be designed and 
implemented to sensitize 
administrators, faculty, staff, and 
students to racial issues. 3.54 3.51 .28 .779
16. Each UND student should be 
required to take at least one ethnic 
course as part of their general 
education requirements. 3.51 3.22 2.36 .020*
27. It is important for courses, whenever 
applicable, to include material or 
activities that represent multicultural 
perspectives. 3.35 3.37 -.16 .876
28. 1 would be interested in attending 
seminars, workshops, etc., designed 
to further my understanding of 
diverse ethnic or culture groups. 3.33 3.23 .88 .380
33. Indian programs at UND provide 
adequate help and guidance to 
Indian students. 2.99 2.74 1.67 .096
39. UND programs established to aid 
Indian students are frequently 
viewed as being of little value. 2.67 2.66 .07 .941
42. UND offers a variety erf
multicultural events and programs 
for its students. 2.57 2.72 -1.19 .236
46. More ethnic courses should be 
offered at UND. 3.35 3.27 .82 .413
n -  109 n = 41 *p<.05
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Data on Table 23 show no significant differences between the mean responses from
undergraduate and the mean responses from graduate/professionai American Indian college
students to statements related to extracurricular activities.
Table 23







24. There is a need fcr greater interaction 
between American Indian student 
organizations and other student 
organizations. 3.38 3.24 1.35 .578
26. There are equal opportunities for 
students of all racial backgrounds to 
hold leadership positions in UND 
clubs and organizations, such as 
Residence Assistant, Orientation 
Leaders, etc. 2.48 2.53 -.37 .711
29. American Indian students are 
adequately represented in ffiidw 
government at UND. 1.75 1.92 -150 .135
30. American Indian students are
a^vjiuyfly rqpfyfyrmxt »n 
campus-wide activities. 1.87 L90 -.22 .824
32. American Indian students are 
encouraged by administrators, 
faculty, and staff to participate in 
extracurricular activities. 2.13 2.32 -1,40 .163
34. Job opportunities at UND are 
proportionately distributed among 
minority and non-minority students. 2.21 2.20 .03 .978
8f-4116 n = 41 *p<.05
Data on Table 24 show no significant differences between the mean responses from
undergraduate and the mean responses from graduate/professionai American Indian college 
students to statements related to racial issues.
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Statement mean mean i Prob
7, Racial problems arc visible on the 
UND campus. 3.18 3.09 .67 .502
12. The racial climate on a college 
campus does influence a student’s 
choice of which college to attend. 3.28 3.41 •1.06 .289
14. Indian students arc given preferential 
treatment on the UND campus. 2.07 2.12 *.41 .681
17. Racial concerns arc given high 
priority at UND. 3.07 3.01 .36 .844
18. 1 have witnessed or experienced 
racial discrimination on the UND 
campus. 3.07 3.01 .36 .718
21. 1 have witnessed or experienced 
negative racial remarks by faculty 
in the classroom at UND. 2.39 2.35 .30 .764
37. UND environment does not
encourage a sense of belonging for 
its Indian students. 2.84 2.35 .43 .668
38. Indian students at UND feel 
pressure from their group to 
socialize mainly within the group. 2.65 2.80 -1.04 .300
48. I have witnessed or experienced 
negative racial remarks by students 
in the classroom at UND. 2.65 2.82 .11 .909
49. I lave witnessed or experienced 
negative racial remarks on campus 
at UND. 3.09 3.04 .42 .674
30. 1 am concerned about my physical 
safety on the UND campus. 100 1.87 1.20 .231
51. Racial concerns should be given 
high priority at UND. 3.37 3.23 1.00 .319
n =s 109 it = 41 *pc.Q5
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Data on Table 25 show the significant differences between the mean responses from 
undergraduate and the mean responses from graduate/professional American Indian college 
students on the bipolar adjectives. Larger means indicate the group responses tended to be 
more negative. Data show no significant differences between the mean responses from 
undergraduate and the mean responses from graduate/professional American Indian college 
students in their rating of the campus climate at UND.
The fourth subquestion asked, "Are there differences between male and female 
American Indian college students in their perceptions of the campus racial climate at UND?" 
Data on Tables 26 to 30 present /-test values to indicate significant differences between 
responses from male and female students to statements related to campus climate.
Data on Table 26 show no significant differences between the mean responses from 
male and the mean responses from female American Indian college students to statements 
related to UND personnel.
Data on Table 27 show no significant differences between the mean responses from 
male and the mean responses from female American Indian college students to statements 
related to student interactions.
Data on Table 28 show no significant differences between the mean responses from 
male and the mean responses from female American Indian college students to statements 
related to programs and curriculum.
Data on Table 29 show no significant differences between the mean responses from 
male and the mean responses from female American Indian college students to statements 
related to extracurricular activities.
Data on Table 30 show no significant differences between the mean responses from 
male and the mean responses from female American Indian college students to statements 
related to racial issues.
Table 25





mean n t Prob
Socially integrated 3.81 108 3.89 37 -.41 .685 Socially separated
Cooperative 3.34 108 3.45 37 -.54 .562 Competitive
Concerned 3.56 108 3.45 37 .45 .655 Indifferent
Sensitive 3.66 108 3.47 36 1.05 .295 Insensitive
Harmonious 3.53 108 3.45 37 .45 .655 Racist
Communicative 3.56 108 3.40 37 .93 .353 Reserved
Inclusive 3.37 108 3.45 37 -.95 .351 Exclusive
Improving 3.02 10? 3.00 35 .14 .888 Worsening
Relaxed 3.20 107 3.05 36 .88 .378 Tense




Student Responses Related to UND Personnel (Male and Female Students)
Statement Male mean Female mean l Prob
5. Many UND faculty and staff have 
difficulty relating to American Indian 
students. 3.00 2.70 1.94 .05!
6. UND needs to hire more American 
Indian faculty. 3.64 3.59 .48 .635
8. Overall, UND faculty treat me as if I 
belong here. 2.96 3.02 -.58 .560
13. UND administrators, faculty, staff, and 
students who engage in racial 
harassment should be penalized. 3.69 3.11 -.58 .560
19. In my opinion, faculty at UND lave 
graded me fairly without regard to 
race/nationality. 2.94 3.11 -1.38 .130
20. My interactions witi; UND
administrators have been positive. 2.90 3.01 -1.53 .130
31. UND faculty create a classroom 
environment comfortable for all 
students. 2.61 2.77 -1.38 .166
33. Most UND faculty promote the 
concept of racial equality in the 
classroom. 2.75 2.60 1.26 .211
43. UND administrators are knowledgeable 
about racial and ethnic differences and
similarities. 2.19 2.18 .06 .953
44. UND faculty/staff are knowledgeable 
about racial and ethnic differences and 
similarities. 2.17 2.24 -.53 .595
45. UND administrators, faculty, and staff 
take time to listen to the concerns of 
American Indian students. 2.34 2.45 -.57 .571
47. UND administrators, faculty, and staff 
are supportive cf American Indian 
student needs and concerns. 2.53 2.53 .02 .988
n = 42 n = 74 *p<.05
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15. Opportunities for cross-rac ial/culturai 
student interactions are limited at UND. 3.04 2.82 1.59 .116
23. My social interactions frequently include 
members of different ethnic groups. 2.69 2.85 -1.11 .268
25. The living environment in UND housing 
promotes cross-racial interactions. 2.53 2.57 -.26 .796
36. The American Indian student experience 
differs greatly from that of the 
non-Indian student at UND. 3.29 3.29 .00 .998
40. Non-Indian students interact differently 
with Indian students than they do with 
other non-indian students at UND. 3.10 3.09 .09 .929
41. Students from various racial and ethnic 
backgrounds get along well at UND. 2.55 2.55 .04 .965
n = 42 n = 74 *p<.05
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9. Special programs should be designed to 
increase Indian student enrollment and 
retention at UND. 3.64 3.50 1.35 .179
10. Programs should be implemented to help 
Indian students feel more comfortable at
UND. 3.57 3.45 1.10 .272
11. Programs should be designed and
implemented to sensitize administrators, 
faculty, staff, and students to racial 
issues. 3.53 3.52 -.03 .977
16. Each UND student should be required to 
take at least one ethnic course as part 
of their general education requirements. 3.35 3.52 -1.39 .167
27. It is important for courses, whenever 
applicable, to include material or 
activities that represent multicultural 
perspectives. 3.26 3.49 -.19 .071
28. I would be interested in attending
seminars, workshops, etc., designed to 
further my understanding of diverse 
ethnic or culture groups. 3.27 3.37 .85 .398
33. Indian programs at UND provide 
adequate help and guidance to Indian 
students. 2.88 3.00 -.73 .469
39. UND programs established to aid 
Indian students are frequently viewed 
as being of little value. 2.67 2.60 .49 .625
42. UND offers a variety of multicultural 
events and programs for its students. 2.63 2.69 -.46 .648
46. More ethnic courses should be offered 
at UND. 3.26 3.39 -1.21 .229
n = 42 n = 74 *p<.05
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24. There is a need for greater interaction 
between American Indian student 
organizations and other student 
organizations. 3.32 3.37 -.45 .651
26. There are equal opportunities for 
students of all racial backgrounds to 
hold leadership positions in UND clubs 
and organizations, such as Residence 
Assistant, Orientation Leaders, etc. 2.41 2.53 -.77 .444
29. American Indian students are adequately 
represented in student government at 
UND. 1.84 1.79 .34 .737
30. American Indian students are adequately 
represented in campus-wide activities. 1.98 1.78 .24 .152
32. American Indian students are encouraged 
by administrators, faculty, and staff to 
participate in extracurricular activities. 2.29 3.00 -.73 .808
34. Job opportunities at UND are 
proportionately distributed among 
minority and non-minority students. 2.88 3.00 -.73 .912
n = 42 n = 74 *p<.05
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7. Racial problems are visible on the UND 
campus. 3.23 3.08 1.19 .236
12. The racial climate on a college campus 
does influence a student's choice of which 
college to attend. 3.26 3.35 -.56 .578
14. Indian students are given preferential 
treatment on the UND campus. 2.06 2.09 -.23 .818
17. Racial concerns are given high priority 
at UND. 2.21 2.13 .56 .279
18. I have witnessed or experienced racial 
discrimination on the UND campus. 3.15 2.97 1.09 .279
21. I have witnessed or experienced negative 
racial remarks by faculty in the 
classroom at UND. 2.36 2.36 .19 .189
37. UND environment does not encourage a 
sense of belonging for its Indian students. 2.96 2.77 1.32 .189
38. Indian students at UND feel pressure from 
their group to socialize mainly within 
the group. 2.77 2.64 .89 .374
48. I have witnessed or experienced negative 
racial remarks by students in the 
classroom at UND. 2.92 2.90 .14 .885
49. I have witnessed or experienced negative 
racial remarks on campus at UND. 3.09 3.05 .26 .798
SO. I am concerned about my physical safety 
on the UND campus. 1.96 2.02 .69 .625
51. Racial concerns should be given high 
priority at UND. 3.48 3.35 .99 .324
n =42 n = 74 *p<.05
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Data on Table 31 show the significant differences between the mean responses from 
male and the mean responses from female American Indian college students on the bipolar 
adjectives. Larger means indicate the group responses tended to be more negative. Data 
show no significant differences between the mean responses from male and the mean 
responses from female American Indian college students in their rating of tire campus 
climate at UND.
The fifth subquestion asked, "Are there differences among American Indian college 
students in their perceptions of the campus racial climate at UND because of tribal 
affiliation?" Data on Tables 32 to 36 present r-test values to indicate significant differences 
between responses from students affiliated with North Dakota tribes and from students 
affiliated with tribes outside of North Dakota to statements related to campus climate.
Data on Table 32 show no significant differences between the meat responses from 
students affiliated with North Dakota tribes and the mean responses from students affiliated 
with other tribes to statements related to UND personnel.
Data on Table 33 show no significant differences between the mean responses from 
students affiliated with North Dakota tribes and the mean responses from students affiliated 
with other tribes to statements related to student interactions.
Data on Table 34 show no significant differences between the mean responses from 
students affiliated with North Dakota tribes and the mean responses from students affiliated 
with other tribes to statements related to programs and curriculum.
Data on Table 35 show no significant differences between the mean responses from 
students affiliated with North Dakota tribes and the mean responses from students affiliated 
with other tribes to statements related to extracurricular activities.
Table 31





mean n t Prob
Socially integrated 3.90 40 3.87 71 .14 .889 Socially separated
Cooperative 3.25 40 3.38 71 -.26 .792 Competitive
Concerned 3.52 40 3.35 71 .82 .414 Indifferent
Sensitive 3.52 40 3.52 71 .02 .984 Insensitive
Harmonious 3.52 40 3.47 71 .25 .800 Racist
Communicative 3.47 40 3.47 71 -.02 .982 Reserved
Inclusive 3.50 40 3.43 71 .37 .715 Exclusive
Improving 2.78 39 3.09 71 -1.11 .268 Worsening
Relaxed 3.25 40 3.18 71 .38 .704 Tense




Student Responses. Related to UNP Personnel fStudents from North Dakota 







5. Many UND faculty and siaff have difficulty 
relating to American Indian students. 2.89 2.92 -2 6 .798
6. UND needs to hire more American Indian 
faculty. 3.62 3.65 -.38 .703
8. Overall, UND faculty treat me as if I 
belong here. 2.96 3.02 -.58 .308
13. UND administrators, faculty, staff, and 
students who engage in racial 
harassment should be penalized. 3.58 3.63 -.53 .680
19. In my opinion, faculty at UND have 
graded me fairly without regard to 
race/nationality. 3.02 2.69 .55 .584
20. My interactions with UND administrators 
have been positive. 2.93 2.95 -.19 .847
31. UND faculty create a ciassnxxn
environment comfortable for all students. 2.62 2.69 -.10 .924
35. Most UND faculty promote the concept 
of racial equality in the classroom. 2.56 2.68 -1.14 ,248
43. UND administrators are knowledgeable 
about racial and ethnic differences and 
similarities. 2.19 2.09 .86 .392
44. UND faculty/staff are knowledgeable 
about racial and ethnic differences and 
similarities. 2.17 2.24 -.53 .595
45. UND administrators, faculty, and staff 
take time to listen to the concerns of 
American Indian students. 2.37 2.32 .39 .696
47. UND administrators, faculty, and staff 
are supportive of American Indian 
student needs and concerns. 2.47 2.47 .03 .979
n = 93 n = 61 *p<.05
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15. Opportunities for cross-racial/cultural 
student interaction are limited at UND. 2.87 2.98 -.93 .352
23. My social interactions frequently include 
members of different ethnic groups. 2.80 2.90 -.85 .394
25. The living environment in UND housing 
promotes cross-racial interactions. 2.55 2.90 -.85 .971
36. The American Indian student experience 
differs greatly from that of the non-Indian 
student at UND. 3.32 3.25 .65 .515
40. Non-Indian students interact differently 
with Indian students than they do with 
other non-Indian students at UND. 3.07 3.24 -.52 .606
41. Students from various racial and ethnic 
backgrounds get along well at UND. 2.57 2.49 .79 .430
n = 93 n = 61 *p<.05
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Student .Responses Related to Programs and Curriculum (Students from North 









9. Special programs should be designed to 
increase Indian student enrollment and 
retention at UND. 3.64 3.48 1.88 .062
10. Programs should be implemented to help 
Indian students feel more comfortable at 
UND. 3.50 3.57 -.66 .512
11. Programs should be designed and
implemented to sensitize administrators, 
faculty, staff, and students to racial issues. 3.51 3.57 -.62 .535
16. Each UND student should be required to 
take at least one ethnic course as part of 
their general education requirements. 3.47 3.37 .63 .418
27. It is important far courses, whenever 
applicable, to include material or 
activities that represent multicultural 
perspectives. 3.38 3.32 .63 .529
28. I would be interested in attending
seminars, workshops, etc., designed to 
61111x7  my understanding of diverse 
ethnic or culture groups. 3.32 3.29 .36 .723
33. Indian programs at UND provide 
adequate help and guidance to Indian 
students. 2.89 2.94 -.46 .650
39. UND programs established to aid Indian 
students are frequently viewed as being 
of little value. 2.89 2.94 -.36 .717
42. UND offers a variety of multicultural 
events and programs for its students. 2.62 2.56 .57 .572
46. More ethnic courses should be offered 
at UND. 3.32 3.36 -.47 .641
n = 93 n = 61 *p<.05
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Table 35
SmdenLRgSBPnses Related to Extracurricular Activities (Students from North







24. There is a need for greater interaction 
between American Indian student 
organizations and other student 
organizations. 3.39 3.30 1.00 .317
26. There are equal opportunities for students 
of all racial backgrounds to hold leadership 
positions in UND clubs and organizations, 
such as Residence Assistant, Orientation 
Leaders, etc. 2.41 2.52 -.48 .631
29. American Indian students are adequately 
represented in student government at UND. 1.72 1.88 -1.12 .265
30. American Indian students are adequately 
represented in campus-wide activities. 1.89 1.85 .32 .747
32. American Indian students are encouraged 
by administrators, faculty, and staff to 
participate in extracurricular activities. 2.12 2.28 -1.28 .204
34. Job opportunities at UND are 
proportionately distributed among 
minority and non-minority students. 2.20 2.25 -2 9 .774
n = 93 n = 61 *p<.05
Data on Table 36 show two significant differences between the mean responses 
from American Indian students affiliated with North Dakota tribes and the mean responses 
from American Indian students affiliated with other tribes to statements related to racial
issues. On the statement, "Racial concerns are given high priority at UND," the mean 
response of the students from North Dakota tribes was significantly higher than the mean 
response of the students from other tribes (p<.05), indicating a higher level of agreement
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by the students from the North Dakota tribes. On the statement, "I have witnessed or 
experienced negative racial remarks by faculty in the classroom at UND," the mean 
response of the students from other tribes was significantly higher than the mean response 
of the students from North Dakota tribes (p<.05), indicating a higher level of agreement 
with the statement by students of other tribes.
Data on Table 37 show the significant differences between the mean responses from 
students from North Dakota tribes and the mean responses from students from other tribes 
on the bipolar adjectives. Larger means indicate the group responses tended to be more 
negative. Data show no significant differences between the mean responses from students 
affiliated with North Dakota tribes and the mean responses from students affiliated with 
other tribes in their rating of the campus climate at UND.
Data on Table 38 indicate the level of comfort participants felt in responding to the 
main survey. The scale ranged from "0" (very uncomfortable) to "5" (very comfortable).
Data show that 42% of the students reported being very comfortable in responding 
to this survey. Another 40% of the students reported being comfortable ("3" and "4") in 
responding to this survey. Approximately 14% of the students were uncomfortable ("1" 
and "2") in responding to this survey, and 4% of the students reported being very 
uncomfortable in responding to this survey.
Summary andDisgussion of Findings 
The most important findings in this study were related to the main research 
question, rather than to the subquestions. American Indian students at UND were 
generally positive about UND personnel although nearly all indicated that UND needs to 
lure more American Indian faculty. Students reported that UND faculty promote the 
concept of racial equality in the classroom and create a comfortable classroom environment 
for all students but have difficulty relating to American Indian students. Students perceived 
that faculty grade American Indian students fairly and treat them as if they belong at UND.
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Table 36
Student Responses Related to Racial Issues (Students from North Dakota







7. Racial problems are visible on the UND 
campus. 3.14 3.19 -.49 .623
12. The racial climate on a college campus 
does influence a student's choice of which 
college to attend. 3.33 3.31 .19 .853
14. Indian students are given preferential 
treatment on the UND campus. 2.04 2.09 -.51 .607
17. Racial concerns are given high priority 
at UND. 2.28 1.99 .20 .029*
18. I have witnessed or experienced racial 
discrimination on the UND campus. 3.01 3.24 -.98 .329
21. I have witnessed or experienced negative 
racial remarks by faculty in the 
classroom at UND. 2.28 2.56 -2.07 .040*
37. UND environment does not encourage a 
sense of belonging for its Indian students. 2.79 2.90 -.79 .428
38. Indian students at UND feel pressure from 
their group to socialize mainly within 
the group. 2.74 2.63 .77 .441
48. I have witnessed or experienced negative 
racial remarks by students in the 
classroom at UND. 2.87 284 .19 .850
49. I have witnessed or experienced negative 
racial remarks on campus at UND. 3.07 3.12 -.35 .723
SO. I am concerned about my physical 
safety on the UND campus. 1.98 1.91 .61 .541
SI. Racial concerns should be given high 
priority at UND. 3.33 3.33 .02 .983
n = 93 n = 61 *p<.05
Table37
Student Responses Related to Characteristics of Campus Climate (Students froni North Dakota Tribes
MiniOgntg fr(?m.Qth -̂,Tribes) *
Characteristic
North Dakota tribes 
mean n
Other tribes 
mean n t Prob
Socially integrated 3.83 90 3.83 59 .02 .986 Socially separated
Cooperative 3.36 90 3.42 59 -.32 .747 Competitive
Concerned 3.53 90 3.54 59 -.05 .958 Indifferent
Sensitive 3.53 89 3.76 59 -1.38 .168 Insensitive
Harmonious 3.46 90 3.61 59 -.95 .341 R acist
Communicative 3.54 90 3.52 59 .13 .900 Reserved
Inclusive 3.37 90 3.54 59 -1.08 .282 Exclusive
Improving 2.90 88 3.20 58 -1.73 .085 Worsening
Relaxed 3.37 89 3.17 58 .05 .960 T en se
Friendly 3.00 89 3.00 59 .00 1.000 H o stile
*p<.05
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They reported that interactions with UND administrators have been positive even though 
UND personnel lack knowledge about racial and ethnic differences and similarities. The 
students were nearly unanimous in agreeing that U ND  administrators, faculty, staff, and 
students who engage in racial harassment should be penalized.
Table 38
Level of Comfort of Participants in Responding to Survey (All Students)
n 0 1 2 3 4 5
142 5(4%) 6(4%) 14 (10%) 29(20%) 29 (20%) 59 (42%)
American Indian students reported a lack of communication among students of 
different races at UND and a lack of opportunities for cross-racial student interactions. The 
students perceived that non-Indian students interact differently with Indian students than 
they do with non-Indian sndents; therefore, they perceived that the Indian student's 
experience at UND differs greatly from that of the non-Indian student.
In regard to programs and curriculum, American Indian students perceived many 
needs, including special programs to increase Indian student enrollment and retention and 
to help them feel more comfortable at UND. On the other hand, the students reported that 
Indian programs at UND provide adequate help and guidance to Indian students. They also 
reported a need for programs to sensitize UND personnel and students to racial issues. 
More ethnic courses should be offered, according to the respondents, and UND students 
should be required to take at least one ethnic course as part of the general education 
requirements. Almost all of the American Indian students were interested in expanding 
their understanding of other ethnic cultures by attending workshops, seminars, etc., and 
indicated that courses should include material or activities that represent multicultural 
perspectives, whenever possible.
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In the area of extracurricular activities, American Indian students perceived a need 
for more interaction between American Indian student organizations and other student 
organizations. About half of the students perceived that opportunities for students of all 
racial backgrounds to hold leadership positions in clubs and organizations and to have job 
opportunities are not equal. They reported that they are not encouraged by UND personnel 
to participate in extracurricular activities, and they indicated that they are inadequately 
represented in student government and campus-wide activities.
A majority of American Indian students reported that they had witnessed or 
experienced racial discrimination at UND. Even though racial problems are visible at 
UND, racial concerns are not given high priority, according to most of the respondents.
The students perceived that American Indian students are not given preferential treatment at 
UND. Few reported having concerns about their physical safety on the UND campus.
The majority indicated that the racial climate on a college campus does influence a student's 
choice of which college to attend.
In their rating of the climate at UND, the American Indian students as a total group 
perceived the climate as tending toward insensitive, reserved, worsening, racist, and 
hostile. The students were neutral in their rating of the campus on the other paired 
adjectives: cooperative-competitive, concerned-indifferent, inclusive-exclusive, 
relaxed-tense, and socially integrated-socially separated.
There were some significant differences between the traditional college-age students 
and the older-than-average students in their rating of the campus climate. When these 
differences occurred, the older-than-average students were more negative than the 
traditional college-age students. Class rank, gender, and tribal affiliation had no bearing on 
the rating of the campus climate at UND.
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S i^ .iin sry
This chapter presented the data derived from the surveys and a short summary and 
discussion of the findings. Chapter five will present a summary of the study, discussion of 




Indian education has always been present among the many tribes that inhabit this 
continent Early Indian education was informal, dependent on the entire community for its 
implementation and transmitted by wand of mouth because the Indian people had no written 
language. With the arrival of the European explorers to this continent came formal 
education for the American Indians.
Indian education moved through several periods which have been identified as the 
Indian Period, the Mission Period, the Treaty and Reservation Period, the New Deal 
Period, the Termination Period, and the Indian Self-Determination Period. The goals of 
early Indian education were to "civilize" and "Christianize" the Indians.
As more settlers arrived, more land was needed, and Indian land was taken in 
treaties signed by the federal government and the Indian tribes. Eventually tribes were 
removed from their land and confined to reservations where they were to be clothed, 
housed, and educated by the federal government. The removal, relocation, and 
resettlement of the Indians necessitated the establishment of the Bureau of Indian Affairs 
(BIA) in 1824.
The BIA was given the charge of educating the Indians. Off-reservation boarding 
schools, established by the BIA, became the major means of educating Indian youth.
Tribal leaders and Indian parents had no voice in the process as the white man's education 
was forced upon them. The goal of Indian education was to civilize and educate the
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Indians so they could assimilate into mainstream society. However, the American Indian 
people did not want to assimilate into mainstream society. Self-determination finally gave 
the Indian people a voice and control of their educational programs.
Indian education has been viewed by many as a failure for there has been very little 
change for the Indian people, and the educational attainment of American Indian students 
remains lower than the national average. In the 1990s, American Indian students are 
enrolled in colleges and universities, but for many success in college is never attained. 
Researchers have identified several factors, including poor academic preparation, 
inadequate financial aid, and inability to adapt to colleges life, that contribute to attrition of 
Indian students. Researchers have also identified the climate of an institution as being a 
critical factor in the success or failure of American Indian students. However, literature on 
campus racial climate for American Indian students is very limited.
American Indian students have been present on the University of North Dakota 
(UND) campus at Grand Forks since the 1930s. In the spring semester of 1994, UND 
enrolled 268 American Indian students who had identified themselves as American Indian 
on admission records. The attrition rate for the American Indian students at UND has 
always been high. Despite this high attrition rate, no one has studied the campus racial 
climate and its effect on the success/failure of American Indian students at UND. 
Therefore, the purpose of this study was to identify the campus racial climate as perceived 
by American Indian students attending the University of North Dakota at Grand Forks, 
North Dakota.
The research question and related subquestions to be answered were the following: 
What is the campus racial climate as perceived by American Indian students attending the 
University of North Dakota (UND) at Grand Forks, North Dakota?
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• Are there differences between traditional college-age and older-than-average 
American Indian college students in their perceptions of the campus racial climate 
atUND?
• Are there differences between freshman/sophomore and junior/senior American 
Indian college students in their perceptions of the campus racial climate at UND?
• Are there differences between undergraduate and graduate/professional American 
Indian college students in their perceptions of the campus racial climate at UND?
« Are there differences between male and female American Indian college students 
in their perceptions of the campus racial climate at UND?
• Are there differences among American Indian college students in their 
perceptions of the campus racial climate at UND because of tribal affiliation?
A survey instrument developed and used by Dr. Leonard Morgan of the University 
of Wisconsin, Whitewater was adapted and used for this study. Also, a short instrument 
developed by the Center for Higher Education of Illinois State University, Normal, Illinois, 
was used to assess the racial climate at UND.
Because past experiences at UND proved that mailing surveys to American Indian 
students did not produce an acceptable return rate, the researcher contacted the students 
personally. A return rate of 50% was considered acceptable, and half of the 268 
self-identified American Indian students responded to the survey. An additional 20 
American Indian students not on the list also responded to the survey.
The most important findings were related to the main research question. Almost all 
students agreed that UND needs to hire more American Indian faculty. However, they 
indicated that UND faculty treat them as if they belong here, grade them fairly without 
regard to race, and create a classroom environment comfortable for all students. The 
students reported that their interactions with UND administrators have been positive even 
though they perceived that many faculty and staff have difficulty relating to American
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Indian students and that UND administrators, faculty, and staff are not knowledgeable 
about racial and ethnic differences and similarities.
Most students perceived that the American Indian student experience differs greatly 
from that of the non-Indian student at UND and that non-Indian students interact differently 
with Indian students than they do with other non-Indian students at UND. They reported a 
lack of communication among students of different races at UND and limited opportunities 
for cross-racial student interactions at UND. Over half of the students agreed that students 
from various racial and ethnic backgrounds get along well at UND and that their social 
interactions frequently include members of different ethnic groups.
Although three fourths of the students reported that Indian programs at UND 
provide adequate help and guidance to Indian students, almost all agreed that special 
programs should be designed to increase Indian student enrollment and retention at UND, 
that programs should be implemented to help Indian students feel more comfortable at 
UND, and that programs should be developed and implemented to sensitize UND 
administrators, faculty, staff, and students to racial issues. They perceived that more ethnic 
courses should be offered at UND, that each UND student should be required to take at 
least one ethnic course as part of the general education requirements, and that courses 
should include materials or activities that represent multicultural perspectives. Almost all 
student respondents indicated they would be interested in attending seminars, workshops, 
etc., designed to further understanding of diverse ethnic or cultural groups.
The students perceived a need for greater interaction between American Indian 
student organizations and other student organizations. A majority of the students indicated 
that American Indian students are not adequately represented in student government or 
campus-wide activities at UND. They did not perceive that American Indian students are 
encouraged by administrators, faculty, and staff to participate in extracurricular activities or
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that job opportunities are proportionately distributed among minority and non-minority 
students.
Almost all respondents agreed that racial climate on a college campus does influence 
a student’s choice of which college to attend. They perceived, that racial problems are 
visible on the UND campus but that racial concerns are not given high priority at UND. 
Three fourths reported that they had witnessed or experienced racial discrimination on the 
UND campus. About half of the students reported that Indian students at UND feel 
pressure from their group to socialize mainly within the group. Few reported being 
concerned about their physical safety on the UND campus.
In describing the campus climate in terms of matched adjectives, the American 
Indian students reported that UND tended to be insensitive, racist, reserved, worsening, 
and hostile. The students were neutral in terms of the following pairs: socially 
integrated-socially separated, cooperative-competitive, concerned-indifferent, 
inclusive-exclusive, and relaxed-tense.
The only significant differences in perceptions of the campus climate appeared 
between traditional college-age and older-than-average American Indian college students. 
The older-than-average students tended to be more negative in their perceptions of the 
campus climate at UND. Almost no differences in perceptions were found between 
freshman/sophomore and junior/senior American Indian students, male and female 
students, and members of North Dakota and members of non-North Dakota tribes
Discussion
Literature on campus climate is limited (Hurtado, 1992; Loo & Rolison, 1986; 
Madrazo-Peterson & Rodriguez, 1978; Smith, 1990), and no studies on American Indian 
students have been reported (Madrazo-Peterson & Rodriguez, 1978). American Indian 
students have been included in other studies but usually in such small numbers that 
statistical analysis for them as a separate group was not possible. In the UCLA study,
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In this study, American Indian students agreed that UND needs to hire more 
American Indian faculty. The students stated that their interactions with UND personnel 
are positive and that they are supportive and fair. However, UND personnel lack 
knowledge about racial and ethnic differences and similarities.
Similar results obtained in the Stanford study reported minority faculty u  Stanford 
are scarce. Faculty and students at Stanford reported a need for more minority personnel to 
serve as role models and mentors across the whole university. Respondents indicated that 
faculty lack knowledge of and experience/interactions with many of the minority groups on 
the Stanford campus. Overall, the faculty were viewed as being supportive and fair but 
insensitive to the concerns and needs of the minority students because of a lack of 
knowledge and understanding of diverse groups (Stanford University Committee on 
Minority Issues, 1989).
According to the study at UCLA, that institution also lacks role models for most 
minority groups. A majority of minority students stated that interactions with faculty are 
very limited and faculty are unapproachable outside of classes. Faculty are viewed as being 
insensitive to the needs and concerns of not only minority students but to students in 
general. All students indicated that faculty were more interested in maintaining the prestige 
of the institution and conducting their research (Astin et al., 1991).
American Indian students at UND indicated that opportunities for 
cross-racial/ethnic interactions are limited, and they perceived a lack of communication 
between the different groups. The students in the UCLA study reported that opportunities 
for cross-racial/cultural interactions are not limited at UCLA, given the great diversity of the 
student population. Most student interactions were reported to be positive. Positive
underrepresented groups included African American, Chicano/Latino, Filipino, and
American Indian. At Standford, ethnic groups included Black, Asian, American Indian,
and Mexican American. The Abraham study identified only Black and white students.
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student interactions take place across the campus. Despite these unlimited, positive 
interactions, minority students at UCLA also perceived poor communication and a lack of 
understanding about different groups among all students.
Special programs designed to increase the number of American Indian students at 
UND were recommended by the American Indian students in the present study. The 
American Indian students perceived a need for more etlrnic courses that reflect a 
multicultural perspective. Nearly all American Indian students wanted to further their 
understanding of diverse groups and felt that every student should do the same by taking at 
least one ethnic-related course. Because the students perceived that UND personnel are not 
knowledgeable about Indian culture, they agreed that programs and events to sensitize ail 
UND personnel and students to multicultural issues are needed at UND.
As in the Stanford study, respondents of each minority group recommended an 
increase in the admission of their groups. Stanford's minority students also indicated that 
the number of ethnic-related programs and courses is inadequate, that they did not reflect a 
multicultural perspective, and that they did not promote multicultural understanding across 
the whole university. Students in general identified a frustration with the lack of 
ethnic-related courses and events available at Stanford; yet students reflected a mixed 
message as far as taking ethnic-related courses and attending workshops or seminars. A 
small number of students in general had taken at least one course, most had not, and some 
did not see a need for such classes.
In the UCLA study, issues of curriculum and programming were not assessed. 
However, when issues of diversity were addressed, respondents advocated programs to 
heighten the awareness and understanding of the UCLA community of the need* of the 
different groups. Most UCLA students reported that they did attend cultural awareness 
workshops.
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UND American Indian students noted a need for greater inte xtion between 
American Indian student organizations and other student organizations. Leadership and job 
opportunities were not viewed as equal for all students. UND personnel do not encourage 
American Indian students to participate in extracurricular activities, and American Indian 
students reported that they are not adequately represented in campus-wide activities and 
student government
The Stanford study indicated a great deal of cross-racial interaction on an individual 
basis, but interactions between student organizations were not assessed. Minority students 
at Stanford reported that they initiate most of the extracurricular activities through their 
ethnic centers and without much faculty involvement, so it was impossible to state whether 
or not minority students are encouraged by university personnel to become involved.
There was no indication regarding representation in campus-wide activities or student 
government.
At UCLA, nearly all the minority students reported insufficient, interaction among 
different ethnic groups, and a majority of students reported a need for an increase in these 
interactions. Like at Stanford, UCLA extracurricular activities are initiated through the 
ethnic houses. Most minority students indicated that neither elected officials nor their 
ethnic organization adequately represent them.
A majority of American Indian students reported that they had experienced or 
witnessed racial discrimination at UND. Racial problems are visible on the UND campus, 
according to a majority of the respondents in this study. They indicated that they had 
experienced pressure from their group to socialize mainly within the group.
At Stanford, overt forms of racism are rare. Racism and acts of discrimination are 
more subtle, elusive, and difficult to identify. Reported acts of racism and discrimination 
ranged from racial slurs and telling ethnic jokes by students and/or university personnel to 
devaluing and negative stereotyping of all minority students and the questioning of their
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qualifications. Stanford's minority students reported feeling pressured by their own group 
to socialize within their own group and to take part in their cultural events. Nearly all 
minority students at Stanford expressed a sense of not fitting in.
At UCLA, most of the undergraduates for all ethnic groups reported that they 
seldom or never are discriminated against because of race or ethnicity. When 
discrimination does occur, it is from fellow students. Graduate students, on the other 
hand, reported experiencing discrimination by faculty. At least half of all minority groups 
reported having heard insensitive or disparaging remarks about minorities but not from 
faculty.
The campus climate at Stanford and UCLA was not assessed in the same way as in 
the UND study, which made comparisons impossible. However, in the Illinois study 
(Morris & Neal, 1989), the younger (traditional college-age) minority students in the 
lower-division classes (fireshman/sophomores-undergraduates) rated the climate as being 
more socially separated than, socially integrated, more competitive than cooperative, more 
indifferent than concerned, and more reserved than communicative. American Indian 
respondents in this study indicated that UND was more insensitive than sensitive, racist 
than harmonious, reserved than communicative, worsening than improving, and hostile 
than friendly. Differences between groups were not significant except that 
older-than-average students tended to view the campus more negatively than did traditional 
college-age students.
To add meaning to this study, some findings were compared to Tinto's model 
(1987) of departure from college. According to Tinto, students bring to college personal 
traits such as gender, nationality, and capabilities, experiences from high school, and 
elements of how these experiences prepared them for academic performance in higher 
education. They also bring the influence of the social status of their families and of the 
communities in which they live. These factors influence a student's educational goals and
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commitment to college completion. In the present study, data related to pre-college 
attributes were not collected, making impossible the evaluation of the effect of these factors 
on a student's intentions, goals, and commitment to college completion.
The college experience, as viewed by Tinto, requires formal and informal 
integration into the academic system of his or her institution. Formal integration is 
academic performance, and informal integration is interactions between the student and the 
faculty and/or staff. Contacts with faculty are critical to college persistence, The more 
frequent and more positive the interaction between faculty and student, the more likely a 
student is to feel integrated in the academic system. Indian students in the present study did 
perceive their interactioas with faculty and/or staff as being positive, but the frequency, 
quality, and type of interactions were not assessed.
Tinto considered colleges as being multiple system communities offering a great 
variety of subcultures within the system. The more subcultures a college has, the more 
niches into which students can fit. Complete integration into the social and academic 
systems of a college is not required for persistence. However, some degree of integration 
into at least one supportive system is necessary, according to Tinto. Integration into the 
social system of a college can be formal (extracurricular activities) and informal 
(peer-group interactions). American Indian students in the present study stated that they are 
not encouraged by UND personnel to take part in extracurricular activities, and they 
reported that Indian students are not adequately represented in student government and 
campus-wide activities. They perceived opportunities for leadership roles and jobs as 
being unequal. When integration into a supportive system is established, the question of 
the centrality of that membership rises. The perception of a lack of leadership positions and 
roles often results in a sense of marginaiity. When a sense of marginal!ty is present, 
departure is likely. UND's attrition rate for American Indian students may be explained by 
a possible sense of marginaiity.
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In informal peer-group interactions, American Indian students indicated that there is 
some interaction with other ethnic groups but not enough. Nearly all American Indian 
students indicated that there is a need for more interaction among all student organizations, 
but opportunities for such interactions are limited and there is a lack of communication 
among the groups. Interactions between American Indian students and their non-Indian 
counterparts differ greatly from the interactions between the non-Indian students, causing 
the educational experience for the American Indian students to differ from that of 
non-Indians. Limited interactions and differing interactions create barriers that prevent or 
greatly limit the integration of Indian students into the social systems of the institution.
Tinto stated that at most institutions of higher education, new students are pretty 
much left on their own to learn the ropes of academic life. Tinto also noted that having a 
critical mass of members of one's own ethnic group present on campus makes becoming 
acquainted with members of a supportive community much easier. American Indian 
students in this study perceived a need for programs to increase their numbers and retention 
of those already here in order to create a critical mass. If membership in some academic or 
social coinmunity is not established, many of these students will leave the institution.
In summary, this study may have confirmed some aspects of Tinto's model; but 
more research specific to the model and to Tierney's evaluation of and response to Tinto's 
model is needed before the application of either model to Native Americans at UND can be 
confirmed or disconfirmed. Certainly Tinto's model and Tierney's discussion in relation to 
the results of the study raise important questions forthe campus community.
This study addstothe growing body o f knowledge of the impact of racial climate 
on a minority student's college experience. As the following conclusions and 
recommendations indicate, the: discussion of this issue is just beginning.
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Conclusions
The following conclusions were drawn from data obtained from American Indian 
students attending UND:
1. Problems related to racial climate are present at UND in the perceptions of 
many American Indian students.
2. The older-than-average American Indian students were more critical of die 
racial climate at UND than were the traditional college-age students. However, few 
significant differences were found between the various subgroups in the study.
3. American Indian students are not all alike in their perceptions of the racial 
climate at UND. Participants expressed a broad range of opinions on most of the items.
4. UND lacks a critical mass of American Indian students to which American 
Indian students can relate. They would like to see an increase in the number of American 
Indian students and better retention of those already here. The students also reported a 
need for more American Indian people in faculty positions, possibly to serve as role models 
and mentors.
5. The American Indian students reported that their program and curricular needs 
are not being met in spite of the number of special programs already in place for American 
Indian students at UND.
6. American Indian students are concerned about issues surrounding diversity at 
UND. They perceived a need for more opportunities to learn more about other cultures as 
well as educating UND personnel and students about their culture.
7. A serendipitous finding of this study was that American Indian students 
attending UND are undercounted. Methods used to identify this population on official 
UND records are flawed.
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limitations
The conclusions of this study are subject to the following limitations:
1. Only American Indian students were surveyed, and the conclusions can be 
related only to this group, not to any other minority or majority group.
2. The conclusions apply only to UND. The application of the conclusions to 
other institutions where American Indians are the dominant minority group should be made 
with care. The conclusions cannot be applied to subgroups in other colleges where other 
minority groups are more prominent although the results of this study could inform the 
discussion of campus climate generally.
3. The researcher was selective in seeking participants to ensure that all 
subgroups identified in the research questions were adequately represented in the sample. 
Selection of these participants was from the list of students provided by the University of 
North Dakota.
4. No conclusions regarding differences between male and female respondents 
may be drawn because of the small number of respondents who marked this item on the 
survey. The placement of the items on the instrument probably resulted in many 
respondents simply not seeing the item.
5. The instrument used was self-reporting so reflected the perceptions and 
interpretation of the individuals responding to the survey. Therefore, the results may be 
less objective than the results of observation of behavior would be.
Recommendations for University Administration 
The following recommendations are offered to improve the campus racial climate 
for Americfn Indian students attending the University of North Dakota:
1. UND personnel should acknowledge that American Indian students perceive 
that problems related to campus climate do exist, and then UND personnel should make 
efforts to identify, address, and resolve those problems.
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2. UND personnel should examine present policies and practices to ensure that 
these policies and practices meet the needs of the American Indian students, especially the 
unique needs of the older-than-average American Indian students.
3. UND should increase the number of administrators, faculty, and staff who are 
American Indian in order to provide role models and mentors for American Indian students. 
Having a critical mass of American Indians on campus would help American Indian 
students develop a sense of belonging.
4. Both models of increasing multicultural awareness in the curriculum should be 
implemented. Curriculum planners and developers should infuse American Indian topics 
and perspectives into present courses. In addition, more ethnic courses should be offered 
as part of the general education requirements for all students.
5. Student services personnel should sponsor more ethnic/cultural events and 
activities among the different student groups to increase interaction and promote better 
communication among students. Also, minority sensitivity programs and activities should 
be expanded.
6. Findings in the present study show that American Indian students attending 
UND come from many different parts of the country and Canada. Administrators and staff 
in programs specifically geared for American Indian students should use the findings of 
this study to recognize the diversity in the American Indian students they serve. Programs 
and services should be flexible enough to meet the individual needs of this diverse student 
population.
7. UND personnel should recognize the individuality of its American Indian 
student population and encourage students to become as involved in activities as they 
choose and to the degree they feel comfortable. Any coercion of students to assimilate into 
the dominant culture in order to succeed in college should be discouraged.
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8. UND personnel should become more cognizant of the background experience 
American Indian students bring with them and implement strong transition programs to 
ease the students' introduction to campus life. Working with the tribal colleges may assist 
UND in developing such programs.
9. UND personnel should work closely with the tribal colleges to aid in the 
recruitment and retention of American Indian students at all levels of higher education.
10. U N D  personnel should evaluate their methods of identifying American Indian 
students attending UND. Methods that would minimize undercounting of this population 
should be established.
Recommendations for American Indian Students
1. American Indian students themselves should undertake initiatives to find their 
niche by taking advantage of programs and services offered by Native American Programs 
at UND and becoming involved in activities and events that lead to integration into the 
academic and/or social systems of UND.
2. American Indian students should recognize that success in education may 
require a certain amount of integration in UND's social and academic systems as well as a 
degree of assimilation. American Indian students should determine for themselves their 
level of comfort in becoming integrated into the university system and the degree of 
assimilation they find acceptable to ensure attainment of then educational goals, t  hey must 
be encouraged to retain their cultural heritage while learning to function in the university 
environment.
Recommendations for Further Study
1. The present study provides "baseline" data on campus climate for American 
Indians. These data could be used for comparisons with findings from similar studies 
focusing on minority groups on the UND campus.
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2. This same instrument should be used to assess perceptions of American Indian 
students on other campuses.
3. This same instrument should be used to secure control group (majority) 
perceptions so that differences between control and target populations might be studied.
4. This study should be replicated every two years over a period of ten years to 
identify trends that may be present or may develop.
5. American Indian students who do not persist at UND should be studied to 
identify when they leave and the reasons for their departure.
6. A qualitative study of American Indian students' perceptions of the campus 
racial climate at UND would add depth to the statistical results of the present study.
APPENDICES
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Dear Fellow Native Americans,
I need your help! Your honest, forthright responses to this questionnaire are important to 
my efforts in identifying the racial campus climate for American Indian students at UND 
which is the topic of my dissertation.
If you agree to participate, please complete this questionnaire and return it to me.
Your decision not to participate will not be recorded and no one at UND will know. Your 
relationship with UND, department, or any officials at UND cannot be affected by your 
decision to participate or not to participate.
No data will be identified by name. My study will report only group data.






UND Student Questionnaire 
on Racial Environment
By answering the following questions, you will assist in the identification of the racial climate as 
experienced by Native American students attending UND. Such information may assist UND personnel to 
improve the campus environment to make it a better place in which to grow and learn.
Directions: Please complete the following demographic information by circling the 
appropriate number.
1. Classification: 1 Freshman 4 Senior 2. Sex: 1 Male
2 Sophomore 5 Graduate 2 Female
3 Junior 6 Other
3. Tribal /iffiliation:
4. Age Range: 1 (17-22) 2 (23-28) 3 (29-34) 4 (35-40) 5 (Over 40)
Directions: Please indicate your opinion about the following statements. Circle 
nSAn if you strongly agree with a statement; circle "A” if you agree; 
circle "D" if you disagree; circle "SD" if you strongly disagree. Select 
only one response per question.
SA = Strongly Agree 
A = Agree 
D = Disagree 
SD = Strongly Disagree
5. Many UND faculty and staff have difficulty relating 
to American Indian students. SA A D SD
6. UND needs to hire more American Indian faculty. SA A D SD
7. Racial problems are visible on the UND campus. SA A D SD
8. Overall, UND faculty treat me as if I belong here. SA A D SD
9. Special programs should be designed to increase 
Indian student enrollment and retention at UND. SA A D SD
10. Programs should be implemented to help Indian 
students feel more comfortable at UND. SA A D SD
11. Programs should be designed and implemented to 
sensitize UND administrators, faculty, staff, and 
students to racial issues. SA A D SD
12. The racial climate on a college campus does 
influence a student's choice of which college to 
attend. SA A D SD
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13. UND administrators, faculty, staff, and students 
who engage in racial harassment should be
penalized. SA A D SD
14. Indian students are given preferential treatment 
on the UND campus. SA A D SD
15. Opportunities for cross-racial/cultural student 
interaction are limited at UND. SA A D SD
16. Each UND student should be required to take at 
least one ethnic course as part of their general 
education requirements. SA A D SD
17. Racial concerns are given high priority at UND. SA A D SD
18. Ave witnessed or experienced racial 
crimination on the UND campus. SA A D SD
19. In my opinion, faculty at UND have graded me 
fairly, without regard to race/nationality. SA A D SD
20. My interactions with UND administrators have 
been positive. SA A D SD
21. I have witnessed or experienced negative racial 
remarks by faculty in the classroom at UND. SA A D SD
22. There is a lack of communication among students 
of different races/nationalities at UND. SA A D SD
23. My social interactions frequently include members 
of different ethnic groups. SA A D SD
24. There is a need for greater interaction between 
American Indian student organizations and other 
student organizations at UND. SA A D SD
25. The living environment in UND housing promotes 
cross-racial/cultural interactions. SA A D SD
26. There are equal opportunities for students of all 
racial backgrounds to hold leadership positions in 
UND clubs and organizations, such as Residence 
Assistant, Orientation Leaders, etc. SA A D SD
21. It is important for courses, whenever applicable, 
to include material or activities that represent 
multicultural perspectives. SA A D SD
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28. I would be interested in attending seminars, 
workshops, etc., designed to further my
understanding of di verse ethnic or cultural groups. SA A D SD
29. American Indian students are adequately 
represented in student government at UND. SA A D SD
30. American Indian students are adequately 
represented in campus-wide activities. SA A D SD
31. UND faculty create a classroom environment 
comfortable for all students. SA A D SD
32. American Indian students are encouraged by 
administrators, faculty, and staff to participate in 
extracurricular activities at UND. SA A D SD
33. Indian programs at UND provide adequate help 
and guidance to Indian students. SA A D SD
34. Job opportunities at UND are proportionately 
distributed among minority and non-minority 
students. SA A D SD
35. Most UND faculty promote the concept of racial 
equality in the classroom. SA A D SD
36. The American Indian student experience differs 
greatly from that of the non-Indian student at UND. SA A D SD
37. UND environment does not encourage a sense of 
belonging for its Indian students. SA A D SD
38. Indian students at UND feel pressure from their 
group to socialize mainly within the group. SA A D SD
39. UND programs established to aid Indian students 
are frequently viewed as being of little value. SA A D SD
40. Non-Indian students interact differently with 
Indian students than they do with other non- Indian 
students at UND. SA A D SD
41. Students from various racial and ethnic backgrounds 
get along well at UND. SA A D SD
42. UND offers a variety of multicultural events and 
programs for its students. SA A D SD
43. UND administrators are knowledgeable about 
racial and ethnic differences and similarities. SA A D SD
44. UND faculty/staff are knowledgeable about 
racial and ethnic differences and similarities.
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45. UND administrators, faculty, and staff take time 
to listen to concerns of American Indian students.
46. More ethnic courses should be offered at UND.
47. UND administrators, faculty, and staff are 
supportive of American Indian needs and concerns.
48. I have witnessed or experienced negative racial 
remarks by students in the classroom at UND.
49. I have witnessed or experienced negative racial 
remarks on campus at UND.
50. I feel concerned about my physical safety on tfie 
UND campus.
51. Racial concerns should be given high priority 
at UND.
SA A D SD
SA A D SD
SA A D SD
SA A D SD
SA A D SD
SA A D SD
SA A D SD
SA A D SD
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Directions: Please complete the following open-ended questions. If additional space 
is needed, please attach a separate sheet of paper.
52. What positively influences the racial climate at IMD?
53.
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515 Oxford Street #6 
Grand Forks, ND 58203
Dr. Leonard Morgan 
Director of Testing and Student Research 
University of Wisconsin, Whitewater 
Whitewater, Wisconsin 53190
Dear Dr. Morgan:
After a review of literature on campus climate which included several survey instruments, I 
concluded that the instrument that you have developed will best serve my needs.
Therefore, I will need and am requesting a letter of permission for me to use your 
instrument.
Naturally, credit for its development will be given to you.







800 West Main Street, Whitewater, Wisconsin 53190-1790
January 19, 1994
Nancy Harles
515 Oxford St. Apt. 6
Grand Forks, ND 58203
Dear Ms. Harles
Thank you for your interest in the survey instrument on Racial Environment. I am happy to 
grant you permission to use the instrument in your research work. I would be delighted to 
receive a summary or abstract of the results of your study with this instrument.





Institutions vary considerably in the "climate" or "campus atmosphere" which may be 
described along several scales. Please circle one (1) number or each o f the following 
scales which best characterizes the racial campus climate at UND.
1. Relaxed 1 2 3 4 5 Tense
2. Friendly 1 2 3 4 5 Hostile
3. Cooperative 1 2 3 4 5 Competitive
4. Socially integrated 1 2 3 4 5 Socially separated
5. Communicative 1 2 3 4 5 Reserved
6. Concerned 1 2 3 4 5 Indifferent
7. Inclusive 1 2 3 4 5 Exclusive
8. Sensitive 1 2 3 4 5 Insensitive
9. Improving 1 2 3 4 5 Worsening
10. Harmonious 1 2 3 4 5 Racist
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Attention all students!
I am an enrolled member of the Pic River First Nation of Canada and completing work on 
my doctorate. My research will include conducting a survey of Native American students 
attending UND to identify the racial climate as you have experienced it. Such information 
will be of help to UND personnel and others who serve Native American students. This is 
an opportunity to express your opinion. Your anonymity will be protected. You may help 
bring about changes for the better for yourself and future Native American students. 
Cooperation from all students will be needed and greatly appreciated. Let us support each 








Dear Fellow Native Americans,
Thank you for taking time out from your busy schedule to read this important letter.
I am an enrolled member of the Ojibways of the Pic River First Nation of Canada, working 
on my doctorate here at UND.
I will be conducting a survey of Native American students attending UND to identify the 
racial climate as they experience i t  Your help is needed to do this.
Information obtained from this study may be used to identify areas where possible 
improvement, changes, etc., should be made. Responding to this study is also an 
opportunity for you to express your opinion regarding racial campus climate here at UND. 
Your anonymity will be protected. This information may be of help to UND 
personnel who serve Native American students. You may influence changes for the 
better for yourself and for future Native American students.
It is well known that all students lead very busy lives but this is an important issue, so 
please take time to be a participant in this project. You will be contacted in the near future 













Box 8272, University Station 
Grand Forks, North Dakota 58202
NATIVE AMERICAN PROGRAMS
February 24, 1994
Dear UND American Indian Students:
It is my pleasure to introduce you to Ms. Nancy Harles, a fellow American 
Indian student, who is working towards a doctorate in Educational Administration 
and hopes to graduate in August of 1994.
As you are probably aware, Ms. Harles is required to conduct original research 
for her doctoral dissertation. Therefore, I cordially request your cooperation 
by assisting her to complete the survey titled "UND Student Questionnaire on 
Racial Climate". Your response will not only assist Ms. Harles collect data 
for her study, but will also identify findings which could positively 
Influence "Campus Climate" at UND.
Once again, I thank you for your cooperation and assistance in responding 
to the survey for Ms. Nancy Harles.
Sincerely,
Assistant to the Vice President 




FOLLOW-UP TO ANNOUNCEMENT OF THE STUDY
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More Students Needed!
Data collection for my dissertation is going very well. I wish to thank all the students who 
have already responded and completed the questionnaire. However, I still need more 
students, so I will continue to contact students. If you are not contacted and you wish to be 
part of this important project, please call 111-4255 and leave a message. Data collection 
will end April 1,1994.
There will be a table set up during the Time-Out Activities to provide an opportunity for 





RESPONSES TO OPEN-ENDED QUESTIONS
APPENDIX I
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Selected Responses to Open-ended Questions
Three open-ended questions were asked on the survey. The first open-ended question 
asked,"What positively influences the racial c ' mate at UND?" The survey responses were 
sorted into the same categories as those used tor data analysis: personnel, student 
interactions, programs and curriculum, extracurricular activities, and racial issues.
"Sensitivity by faculty to me."
"Indian Studies and teachers who know what they are talking about-Native Direction 
Newspaper."
"Open minded faculty, such as Indian Studies faculty, Birgit Hans is a good example of 
open mindedness."
"Instructors who foster a positive atmosphere in the classroom."
"President Baker."
"Equal respect, attention, and effort from the professors to all the students positively 
influences the racial climate at UND."
"John Salter also made an influence."
"Dr. John Salter teaching at UND, but they (UND) has gotten rid of our # one supporter 
and educator of different culture."
"INMED staff and students."
Student Interaction
"I would have to say students of diverse backgrounds willing to take time to address the 
issues that are being faced by minorities, e.g., name change, SOAR, giving cultural 
programming, etc."
"Lots of Native Americans."
"Minority groups on campus continue their efforts to increase cultural awareness and 
diversity."
"Students willing to learn more about different cultures."
"I get along well with other Native American students in some of my classes. It makes me 
feel better to see other Indian students."
"Indian students who excel in academics and break the stereotype that Indians are lazy and 
drunks."
"The quality of students graduating from UND."
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"The presence of students from different ethnic backgrounds who are confident and proud 
of their heritage,"
Programs and Cuniculum
"Native American Programs, INMED, RAIN, Indians into Journalism."
"Things like Time-Out, the pow wow, Black history month, things that make non-Indians 
more aware of the diverse cultures that are: on campus."
"The programs that are available for the Native Americans are positive. The different 
groups of people such as black Americans and cultural center seem to make a difference 
also."
"Indian Studies programs, Education programs."
Extracurricular Activities
"The cultural events that take place on campus."
"Active participation of various cultures vrith each other-lectures, workshops."
"Cultural or ethnic diversity has to be presented as a positive thing-that its part of the real' 
world as much as it's a part of the university."
"Cross cultural workshops."
"Clubs-NAP, UNDIA."
"The meeting the UND is already sponsoring."
"Timeout week, pow wow."
Rags,Issues
"Student and staff willing to learn more alsout different cultures."
"The presence of cultural organizations such as Native American Programs, Black Student 
Association, the International Center, etc."
"Campaigns against racism."
"The debates they had last year really helped the non-Indians on campus to know what we 
feel."
The second open-ended question asked, "What negatively influences the racial climate at 
UND?"
TJNP Personnel
’Taculty that use their position as to make stereotypical remarks toward any ethnic culture."
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"When racial or prejudicial incidents are overlooked, I feel the wrong doer should be 
severely punished for such incidents."
"Trying to ignore the situation-by passing the buck and not taking a stand on these 
issues."
"The administration isn’t supportive of minorities on campus."
"Administration not being responsive to complaints of racial discrimination. Allowing 
discrimination to take place."
"Administration, faculty, and staff say one thing to promote ethnic diversity but their 
actions say another."
"Insensitive professor's negative influences."
"Not enough Native American faculty."
"Only one full-time Native American faculty person."
Student Interaction
"Students are not open to cultural differences."
"A majority of students maintain the 'other cultures are inferior' mind set"
"The majority of students do not understand and/or have the willingness to be open to 
diversity and differences of others."
"Too many students actually believe the stereotypes and myths about other culture and base 
their opinions on limited facts."
"The main thing that negatively influences the racial climate at UND are white dominated 
groups such as fraternities. These groups of men tend to give off an impression that they 
are superior to all."
"Stereotyping and ignorance."
Programs and Curriculum
"More education on different cultures."
"Not enough racial education."
"Too much emphasis on Western achievements and people. It is as if anybody non-white 
never discovered or did anything of worth."
"Lack of education about other cultures "
"Minority programs are devalued and set up as 'mock' departments."
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EftffilMlfcplar Activities
"Written articles that display negative thoughts toward Indians."
"Stereotyping and negative coverage often paint distasteful images that make younger 
students think that these attributes are true: of many Native Americans."
"Remarks about the 'fighting Sioux' name. I think it has gotten out of hand."
"The use of the 'fighting Sioux' and mascot."
"All the fighting about the college's logo is very negative. They should just make a 
decision and deal with it."
"If the use of Native Americans as masco ts is offensive to one person, its use should be 
stopped."
"Most of the Indian students and non-Indian students don't interact with each other. 
Students tend to stick together."
"Fraternity epithets."
Racial Issues
"People seem to be largely uneducated when it comes to racial issues and seem to be very 
small minded about other ethnicities and races."
"Ethnocentrism."
"Lack of understanding related to diverse traditions/culture, life style, practices."
"Stereotyping Indians and not being willing to leam about other cultures."
"People’s ignorance on not knowing about Native Americans and assuming we're all the 
same."
"Hatred-covert. Misunderstanding and misinterpretations."
The third open-ended question asked, "What recommendations would you offer to improve 
the racial climate at UND?"
"The university must require all students to take classes that deal with racial issues and 
educate them about other races."
"Seminars for staff and faculty which enlightens them regarding Native Americans (for 
example, I was marked down on a practical test for not speaking loudly-which is 
something I am not used to."
"Have a class on various cultures as part of a required freshman curriculum."
"More education of other races."
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"Get rid of the name fighting Sioux."
"Remove the UND Sioux logo—let it go."
"Change the mascot and commit hard dolkirs to Indian programs."
"More cultural diversity forums and classes that offer education."
"More activities where both Indian and non-Indian can interact with each other."
"More interaction which includes all minorities."
"Recruit faculty, staff from different ethnic backgrounds."
"More Native American teachers."
"Hire more Native Americans."
"No tolerance of racism or discrimination by anyone."
"The acknowledgment of the institutional racism."
"Stricter penalties for inappropriate behavior."
"More programs for Native Americans so we can have some advantages our peers had. 
We need to feel equal."
"Keep programs like RAIN, INMED going so they can help aspirations and goals of 
Indians to be successful and compete in the academic atmosphere that put us equal and we 
won't be looked down upon."
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